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ABSTRACT  
The argument over whether or not the learners’ first language (L1) should be applied in English 
language as a foreign language (EFL) classrooms has been a contentious matter for a long time. 
This pedagogical discussion is not only constant but also uncertain. The ongoing debate 
surrounding this issue needs further research, as proposed by the present study, with a focus on 
the Omani EFL context. This study therefore aims to add new insights into this continuous 
controversial issue of applying L1 in EFL classrooms. Furthermore, this mixed methods study 
aims to fill the specific gap in the current literature connected to the practical field of using 
Arabic language (L1) in Omani grades 11-12 EFL classrooms pedagogy. It explores teachers’ 
and students’ perspectives and possible reasons for using Arabic during the English language 
(L2) in Omani EFL contexts.  
Aiming to explore and understand this subject from different broader perspectives, a mixed 
methods approach has been applied. Therefore, data was collected by adopting two forms of 
questionnaires, semi-structured interviews and classroom observations as data collection 
instruments. The study was conducted based on a convenience sampling method from eight 
male and female grades 11-12 schools in 4 different governorates in Oman. The participants 
were composed of 50 male and female EFL teachers and 240 male and female students. Data 
were interpreted and analysed from both EFL teachers and students' responses.  
The outcomes of this study showed that both EFL teachers and learners, throughout the lesson 
time, frequently used the Arabic language for different teaching and managerial reasons. The 
Arabic language facilitates learners’ understanding of meanings of new vocabulary words, in 
explaining difficult grammatical rules, in classroom management and discipline, and to 
motivate and encourage low proficiency level learners. This highlights the need for a 
curriculum framework that includes a systematic use of Arabic based on practical EFL teacher 
training programs whereby both teachers and learners recognise the reasons behind their L1 
usage in EFL classrooms. The study also found that students are eventually able to eliminate 
their L1 use and improve the L2 learning process. The findings further help educators, 
administrators, and policymakers in fostering EFL pedagogical improvement in Omani English 
education. 
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CHAPTER 1:   INTRODUCTION 
                                                      
1.1 Introduction 
The exclusion or inclusion of L1 in EFL classrooms is a complex issue and it has been 
debated for a long time (Alseweed, 2012; Hisham Salah & Hakim Farrah, 2012; Tang, 2002). 
Many teachers and students have different perspectives, and each group has their explanations 
and justifications (Littlewood & Yu, 2011; Machaal, 2012).  According to Littlewood and Yu 
(2011), there is still an absence of agreement on whether learners’ first language has a role in 
EFL classrooms or not. A number of important recent studies emphasises the use of L1 but in 
a judicious way (Enama, 2016; Shabir, 2017; Sipra, 2013). According to Richards and Rodgers 
(2005), a foreign language (L2) teaching has constantly been a significant pedagogical topic. 
For many researchers, teachers’ use of the L1 in EFL classrooms teaching and classroom 
manangement, and learners’ L1 usage in asking and answering questions, in student-student 
interaction and in student-teacher interaction have been a critical but controversial subject 
among bilingual and monolingual supporters for several years (Alseweed, 2012;Cook, 2002; 
Cummins, 2009; Hisham Salah & Hakim Farrah, 2012; Littlewood & Yu, 2011; Miles, 2004; 
Tang, 2002). As to this point, Cook (2001), ascertained that over the last 120 years, the main 
approach in EFL teaching has been to discourage learners’ first language use in language 
teaching. 
The main discussion about L1 use in teaching language happens between monolingual 
and bilingual supporters. Both sides have different assumptions towards L1 use in EFL 
classrooms. A monolingual approach would emphasise avoidance of L1 use in EFL 
classrooms, while bilingual method supports the use of L1 in EFL classrooms.  With regard to 
this point, a number of researchers tried to explain the support or opposition to L1 use in EFL 
classrooms in different contexts (e.g. Al-Nofie, 2010; Macaro, 2009; Song, 2009; Storch & 
Wigglesworth, 2003). Recently, Trent (2013) argued that “these negative sentiments need to 
be weighed against a series of supposed benefits around the use of the L1 in L2 learning and 
teaching” (p. 215). According to Tang (2002), most studies carried out on this issue have 
produced results that seem to recommend a change in perspectives towards the L1 usage in L2 
classes; from complete opposition suggested by the audio-lingual, direct or communicative 
approaches, to a partial acceptance of the practice by other approaches.  
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Monolingual method supporters claim that in order to develop linguistic competence in 
learning L2, the L1 should be excluded. Thus, L1 is not always welcomed in EFL classrooms. 
Philipson (1992) as cited in (Yi Du, 2016) asserted that “when L1 is used too much, standards 
of English will drop” (p.1). Monolingual supporters argue that the more L2 is used, the better 
it is for learning it successfully. L2 and least exposure to L1 are of vital importance, and the 
use of L1 may hinder the L2 learning progress. Thus, L2 is seen as best learned and taught 
using the language itself. As shown by Macaro (2001), opposing stances taken by researchers 
reflect their pedagogical philosophy, and it is clear that approaches to pedagogy have changed 
over the years from grammar translation and learning from a text book to a focus on the quality 
of classroom interaction and an understanding of how the pedagogical dialogue that is created 
and guided by the language teacher is acknowledged as necessary for providing a language 
learning environment that encourages learners to use the L2 language for meaningful purposes. 
Moreover, the main approach in EFL teaching was monolingual, rather than cross-lingual. In 
this regard, Butzkamm ( 2003) claimed that L1-free lessons were a “badge of honour” (p. 24). 
As a result, EFL teachers regularly feel ashamed for drifting from the route of teaching applying 
only the target language (L2) and believe  that L1 practice is pedagogely unsuitable (Littlewood 
& Yu, 2011; Swain, Kirkpatrick & Cummins, 2011). Similarily, Cook (2001b) also claimed 
that “the L1 should not be adopted in L2 teaching but to be set separately” (p. 404). She asserted 
that L1 should not be utilised at any time in L2 classes; instead, what important is maximising 
the implementation of L2 in EFL learning and teaching context.  
Monolingual proponents tend to consider L1 use a serious risk in L2 teaching. The use 
of L1 is considered to be a fence that stops learners from obtaining the valuable input in the L2 
(Ellis, 2005; Mahadeo, 2006). For instance, Ellis (2005) claimed that teachers who ‘overuse’ 
learners’ L1 deprive their students from the necessary language practice through which learners 
try to learn in their EFL classrooms. Turnbull (2001) claimed that the “judicious and principled 
use” of L1 remains an unresolved issue (p. 536). 
On the other hand, many studies have confirmed that using L1 carefully provides 
educational benefits rather than disadvantages. Only more lately have researchers ascertained 
that interpretation from learners’ L1 to L2 offers an accessible path to improve linguistic 
awareness (Cook, 2001). In this regard, according to study results conducted by Brown (2000) 
and Storch and Wigglesworth (2003)  argued that students’ L1 has a central role in L2 learning 
and practice. Furthermore, the usefulness of learners' L1 has been recommended in the 
literature as a device to simplify the primary stages of L2 learning. The bilingual method 
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supporters of L1 use claim that it can be conducive to most EFL classrooms activities. They 
argue that a well-planned use of L1 in EFL classrooms can have positive consequences. Since 
most of the current research outcomes tend to encourage the careful inclusion of L1 in EFL 
classrooms, this concern deserves more research to highlight its importance and to gather more 
practical data, which may eventually lead to identifying more appropriate teaching practices 
and better implementation of pedagogy for EFL learners. 
 The link between proficiency level and L1 use seems to be an important issue to 
consider. In this regard, Nation (2003) and Larsen-Freeman (2012) pointed out that students’ 
language should not be prohibited from EFL classrooms. They further emphasised that a 
careful and well–planned use of the students’ language can give encouraging outcomes related 
to learners’L2 achievement.  Similarly, Anh (2010) stated that L1 is believed to be an essential 
teaching instrument in learning whenever it is not overused. Still, the choice between using L1 
and L2 in the L2 classroom is may be linked to the level of L2 proficiency that students have. 
With novice beginners, teachers would find it much more difficult to run the class in L2, 
therefore, they would consciously  adapt their use of the L2 to give students the best chance of 
making meaning in the L2. In addition, Mouhanna (2009) argued that L1 could be used in L2 
classrooms, especially with students of low proficiency in L2 learning classrooms. Jabbar 
(2012) also argued that L1 can help L2 learners understand new vocabularies and explain 
difficult grammar, and it allows for more explicit instructions as well as suggestions. 
Most of these studies above focused on the use of L1 in L2 classrooms without 
exploring the perceptions, functions and purposes both teachers and learners share that might 
lead them to adopt or avoid L1 in EFL context. Therefore, it is vital to explore the usage of the 
learners’ L1 in EFL classrooms in more details to understand this phenomenon from different 
perspectives.  
Keeping this controversy in mind, this mixed methods research aims to explore the 
teachers’ and learners’ prespectives of Arabic language usage in the EFL classes, aiming to 
identify the ways in which students are being expected to learn English (L2) and the way 
teachers are teaching in grades 11-12 EFL classrooms in the Omani context.  
This introductory chapter explains the rationale of the study and highlights the research 
problem, its significance, aims, and research questions related to teachers’ and students’ 
perspectives on the use of the Arabic language in grades 11-12 EFL classrooms in Oman. It 
also presents the background information about the study’s context where the study takes place. 
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This includes in formation Oman as a country, an overview of the educational system in Oman, 
EFL coursebooks,  schools, teachers, and student numbers. Finally, the chapter concludes with 
the thesis structure and an outline of its chapters.  
1.2 The importance of teachers' and students' perception in this study  
Teachers’ perceptions can be described as a powerful tool to make decisions about why 
L1 is used in language teaching. According to Ferrer (2011), there has been little research on 
the perceptions of teachers’ and students’ emphases on what learners feel about their teachers’ 
foreign language and L1 use. For example, Freeman and Johnson (1998) reported that:  
“.....teacher educators have come to recognize that teachers are not empty vessels 
waiting    to be filled with theoretical and pedagogical skills; they are individuals who 
enter teacher education programs with prior experiences, personal values and beliefs 
that inform their knowledge about teaching and shape what they do in their 
classrooms.” (p. 401). 
Similarly, in regards to the role of students’ perceptions, Mouhanna (2009) stated that 
L2 students as “autonomous learners should reflect on the potential benefits of various learning 
tools and methods at their disposal” (p. 6). This is in line with Rolin-Ianziti and Varshney 
(2008) who argued that discovering students’ views concerning the inclusion or exclusion of 
L1 would be helpful for increasing communication in the classrooms. In his observation about 
Arab English learners in particular, Kandil (2002) asserted that "Arab learners rarely have input 
in their language teaching context” (p. 1). He also pointed out that “the learners' needs have 
not yet received sufficient attention from researchers and language teaching professionals in 
the Arab World” (p. 1).   
Another critical issue related to the problems facing Arab English learners is the attitude 
of teachers and learners to use Arabic language in EFL classrooms. Al-Nofaie (2010) argued 
that "the use of Arabic was an unavoidable phenomenon” (p. 77).  She also pointed out that 
“teachers’ and students’ use of Arabic appeared to be systematic, though there were a few cases 
in which they did not make the best use of it” (p. 77). By reflecting on these thoughts,  it can 
be said that Arabic utilisation in EFL classrooms should be considered and both L2 teachers 
and learners to be informed of how L1 could be judiciously used through the L2 class time.  
Although there seems to be a developing agreement with the previous researchers in 
favour of L1 use in the EFL language classroom, a number of significant concerns need further 
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exploration. Through the history of EFL teaching methods  some researchers and EFL teachers 
have supported completely rejecting L1 use with a view to imitating the natural process 
children follow in acquiring their mother tongue. They claimed that only the L2 should be used 
in the EFL classrooms and it should be taught through different ways, including gestures, 
actions, and mime, as any L1 use would interfere with the learners’ efforts to learn the L2 ( 
Cook, 2001b; Littlewood & Yu, 2011; Macaro, 2001; Swain, Kirkpatrick & Cummins, 2011). 
Gorter and Cenoz (2011) reported that there is little research on multilingual language 
practices focused on the opportunity of using more than one language in EFL classrooms, 
despite the fact that the use of both L1 and L2 is considered to offer significant communicative 
support for both learners and teachers. This has led to the present state in which monolingual 
assumptions are being defied and bilingual discourse has started to be seen as the standard, by 
referring to teaching and learning practices that use bilingualism as an advantage instead of a 
problem. Therefore, EFL teachers’ usage of learners’ L1 could be adopted as another and last 
teaching device to make sure that learning has taken place and planned aims are achieved.   
According to Macaro (2009), using the only-English method has been challenged by 
research findings. Firstly, this is because it has been noticed that the majority of teachers use 
L1 to varying degrees, even in those EFL contexts where an only-English policy is likely to be 
applied; secondly, because L1 could be used as a cognitive device in L2 settings, and teachers 
can simplify learning by making reasoned references to the learners’ L1; and finally, because 
translation is a natural part of bilingual interaction. These findings lead language teaching 
practioners to the ideal position, which states that translation can improve L2 acquisition better 
than the only-English approach in classrooms can. The optimal position guides teachers not to 
miss the chance to take advantage of learners’ L1 while teaching L2.  
1.3 The importance of teaching English language in Oman 
Oman is one of several fast emerging countries whose markets need growing numbers 
of English speakers. It is a significant device for the country’s socialization stage into the world, 
and for the ‘Omanization’ process, which consists of the government trying to substitute the 
expatriate workforce with Omani citizens (Al-Mahrooqi & Tuzlukova, 2010). In this regards, 
Al-Issa (2007) described that “Oman needs English, the only official foreign language in the 
country, as a fundamental tool for ‘modernization’, ‘nationalization’ and the acquisition of 
science and technology” (pp. 199-200). Additionally, for employement in Oman, a good 
competence in using English have undoubtedly proven to be a viable benefit (Al-Issa, 2007; 
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Al-Mahrooqi & Tuzlukova, 2010). Although the Arabic language is the official one, English 
language is extensively used in Oman mostly in banks, medical clinics, business, chemist 
shops, restaurants, factories, hotels, general trade stores, insurance agencies, and companies 
(Al-Issa, 2006). 
The English language teaching and education process, in all times, aims to offer learners 
with the elementary skills in the language: reading, writing, listening and speaking. For all 
these reasons, Oman has seriously invested in teaching English as a foreign language at all 
levels beginning in the early years of schooling and including public and private schools, 
colleges and universities. The English language is taught as a textbook-based and teacher-
centered compulsory subject from grade one to undergraduate and postgraduate degrees (Al-
Mahrooqi & Asante, 2010) in gender-separated schools. However, in public schools, for 
cultural reasons, female teachers teach in female schools and male teachers teach in male 
schools in big classrooms, with a regular number of 30-35 learners of diverse abilities. Students 
have 5-7 English language sessions per week; each session lasts for 40 minutes with a total of 
4-5 hours of English language learning exposure per week.   
Teachers and students are asked to strictly use similar textbooks and teaching resources 
provided. The textbook series used in EFL classrooms in Oman are called ‘English for Me’ for 
grades 1-10 and ‘Engage with English’ for grades 11-12 (MOE, 2017). The ultimate goals 
controlling the Ministry of Education design and use of these textbooks are, to provide socially 
proper education that encourages critical thinking, problem-solving, and an appreciation of 
English language’s global value. Moreover, the MOE stresses that the textbooks have been 
designed to support a student-centred, communicative approach to English language learning.  
The English language course books for grades 11-12 are ‘Engage with English’ (EWE) 
and were initially designed to help learners’ academic progress, and to preserve motivation and 
interest. The general aims of the EWE course are to raise learners’ language levels to a good 
general standard so that they are prepared to enter the career they have chosen and develop 
their specific language skills further. The curriculum design is meant to serve the needs of all 
Omani learners during their last year of secondary education, not just those going on to further 
education. Generally, the EWE course has a number of linguistics and non-linguistic aims, 
including: 
 to provide learners with a functional command of English as preparation for work or 
future studies; 
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 to develop and consolidate functional skills in English;  
 to give leaners the skills and confidence to use English outside the classroom; 
 to develop learners’ awareness of learning strategies they can apply to further their 
learning of English both inside and outside of schools;  
 to enable learners to acquire active mastery of the core grammar of English; 
 to establish a basis for both fluency and accuracy within specific domains; and 
 to use English as a medium for learning about other cultures and contrasting it with 
their own (MOE, 2017). 
In addition to the linguistic objectives, there is also a range of non-linguistic aims 
embedded in this course. For example, the course materials offer opportunities for learners to 
become familiar with self-help strategies and stress the appropriate use of a range of resources 
for independent learning and reflection, and monitoring strategies. Additionally, basic skills 
such as dictionary skills, library and research skills, and paraphrasing, referencing, and accurate 
citation of sources, are built into the class materials in grades 11 and 12 for a more 
comprehensive L2 learning. Moreover, the themes and topics of the course deliver an 
international outlook and cover a range of matters that have a global impact, and through which 
learners will be encouraged to reflect on these issues and relate the subject matter and its 
implications to their own specifically Omani experiences. For instance, a number of topics link 
either directly or indirectly to the various vocational fields that many of the learners will be 
entering, such as the tourism and hospitality industry, computer technology, office 
management and electricians.  
According to Brown (2007), there seems to be an unavoidable relationship between a 
language and the society in which it is taught. However, students in Oman are infrequently 
properly exposed to English language, and only a limited number of Omani teenagers have the 
chance to listen to English language being practiced and used by their fathers and mothers at 
home. Indeed, these children are given the chance and exposed to English through the televion 
canals and the internet if they have access to it at homes. This might generates difficulties for 
teachers trying  to implement the EFL syllabus where they suppose to deliver more 
communicating settings to use English language properly in their EFL classrooms.  
 
1.4 EFL context in Oman 
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In the Omani context, where English is believed to be a foreign language, EFL teachers 
often find themselves in challenging situations, due in part to learners being less capable in the 
English language. In both Omani schools and universities, English classes tend to be teacher-
centered. This means that the teacher speaks most of the time during the class session and 
students are rarely given the opportunity to have student-student interaction in the context of 
communicative language pedagogy..  
In addition, in the EFL context of Oman, which is the key focus of this study, teachers 
and students are asked to strictly use the same textbooks and materials that are provided by the 
Ministry of Education. The exams are entirely based on the textbooks and focused on non-
critical and lower thinking skills, which cannot check learners’ capabilities to analyze, discuss, 
evaluate, and argue (Al-Issa 2009b, 2010b). In grade 12, which is the final year level in Omani 
pre-unversity education system, learners appear for end of semester national exams in different 
subjects including English language. Depending on the results, students can apply to different 
majors of study in and abroad Oman both in government and private universities/colleges. 
However, a diligent student who obtains a high mark (according to the general result of the end 
of year exam) in the English language and the science track subjects, such as physics, biology 
and mathematics ,has more opportunities to join the prestigious universities and specialized 
colleges that require a high proficiency in the English language. In addition, these students 
often have more opportunities to work in the private sector such as in commercial banks and 
private companies with high financial allocations compared with those who graduate with low 
marks. This therefore encourages many students to compete seriously to master the English 
language so that they can compete with others to get more opportunities to continue their 
education and thus get a prestigious job and a brighter future.  
Based on this background, the researcher has been motivated to further explore what 
issues are involved in the use of Arabic (L1) in grades 11-12 EFL classrooms in Oman: from 
the perspectives of EFL teachers and their learners in both male and females’ schools. As per 
the researcher’s knowledge, very few studies have been done to explore using the Arabic 
language in EFL classrooms. These studies’ (Al-Buraiki, 2008; Al-Hadhrami, 2008; AI-Hinai, 
2006; Al-Jadidi, 2009; Al-Shidhani, 2009) shared denominator is that most of these studies 
were quantitative studies relying on descriptive statistics without deeply looking  into the 
determinants behind the teachers and students' purposes for using the Arabic language in their 
EFL classrooms, or examining the nature of the learning environment and the pedagogical 
approach. As the researcher is aware, none of these studies conducted in Oman, explore and 
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analysethe perceptions of both EFL teachers and their grade 11-12 students regarding the usage 
of Arabic language in EFL classrooms in Oman. This research, therefore, aims to fill this gap 
by exploring  the reasons and function of Arabic language in the Omani EFL context from both 
teachers’ and learners’ perspectives.  
The following lines offer a brief introduction to Oman as a country and its educational 
system. The Sultanate of Oman, the focus point of this study, is located in the Eastern part of 
the Arabia Peninsula, bordering Saudi Arabia and the United Arab Emirates to the west and 
Yemen to the south with a population of 4,669,326 (National Centre for Statistics and 
Information, May 2018). The Arabic language is the official language in Oman, in which all 
government and business transactions are conducted. Figure 1.1 below shows the map of the 
Sultanate of Oman.   
  
Figure 1.1 Sultanate of Oman map. 
Retrieved from https://depositphotos.com/vector-images/muscat-oman.html   
 
In Oman, the Ministry of Education (MOE) is responsible for education in schools in 
all its levels (grades 1-12). Education is free throughout all levels of school and children are 
registered at age six for grade one. Omani public schools are single gender, with males and 
females attending separate schools. The educational system in Oman is 12 years in duration 
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and called ‘Basic Education Curriculum’ (BEC). The aim of the renovated BEC in Oman is 
rooted in the following principles:  
 The comprehensive development of the learner’s personality to be integrated within the 
framework of the principles of the Islamic faith and culture of Oman. 
 Encouraging national, Arab, Islamic, and humanitarian affiliations, and the 
development of learners’ ability to interact with the surrounding world. 
 The provision of an opportunity for the learner to actively participate in the overall 
development of the Omani society.  
 Providing equal opportunity in education for all.  
 The provision of a learner-centred education that gives the learner life skills such as 
communication competencies, self-directed learning, the ability to use methods of 
critical scientific thinking and to deal with science and contemporary technologies.  
 Ensuring the preparation of learners for the requirements of higher education and the 
labour market, and life in general.  
 The reduction of the dropout rate among pupils.  
 The eradication of illiteracy and raising the pupils’ awareness and knowledge (MOE, 
2017). 
It is worth noting here that these aims have an emphasis on personality, attitude, skills, 
and other features. The BEC considers skills to be an important stage in preparing learners for 
different attitudes, whether academic or professional. The basic education consists of two 
cycles. the first cycle is from grade (1-4). In this level, learners are of mixed gender and taught 
in the same classrooms where the teachers are exclusively females. The second cycle comprises 
grades (5-10). In this level, male and female students are taught in separate schools and the 
teachers staff can be accordingly males or females. This is followed by a grades 11 to 12 cycle, 
which is called ‘Post-Basic Education’ (MOE, 2017). This level is designed to continue 
developing basic skills such as, personal and social skills, problem-solving skills, 
communication skills and information technology literacy (MOE, 2017).  
The Ministry of Education (MOE) offers all textbooks for free to all learners. Teaching 
aids, equipment, tools, and all needed resources are also made available in all schools where 
learners and teachers are capable to get a practical experience in the classrooms equipped with 
all teaching & learning tools. Moreover, each school has a learning resource centre room (LRC) 
which are prepared with 15 computers and a variety of audio-visual services and print 
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materials. Additionally, a separate computer laboratory equipped with 30-35 computers is also 
being provided for each school such that class groups can take it in turns to use computers in 
their learning. In other words, each school has its computer labs where learners can apply what 
they learn in the Information Technology subject, including researching the web to find extra 
materials for their study, which is aimed at motivating learners to learn how to apply a variety 
of technologies to develop their learning in general and L2 in specific. For example, computers 
help teachers and learners to perform the targeted tasks using the teaching material, and also 
help the learners to choose and get access to some extra pedagogical material by using content 
from the internet.  
1.5 Relevance of current teaching and assessment practices to the research problem 
Assessment is a significant element in the educational progression. It plays an important 
role in learners’ progress and achievement throughout their courses of study. Therefore, 
systematic educational reform should revolve around what students should learn, how they 
learn, and how teachers measure the progress their students are making. While recognizing the 
importance of the role of assessment in the educational process, the assessment methods 
practice in Omani schools is an obstacle to all attempts to reform teaching and learning 
development. For example, exams have become the only way to measure outcomes from the 
information prescribed in textbooks, which has made the exam a goal in itself. In other words, 
the assessment is limited to the examinations that measure achievement, and tests are the only 
means of assessment despite their weakness as they focus on minimum levels of knowledge 
and they omit aspects of performance and thinking skills. 
Regarding assessment of learners’ performance, the Omani educational system has 
traditionally used formal exams, particularly the school-leaving end of year exams (grade 12). 
Al-Issa (2005b) criticised assessment in EFL in Oman for overlooking the significance of 
assessing performance. Teachers often train learners to mainly concentrate and understand the 
teaching tasks and getting high scores through repetition and memorization, which, in turn, has 
destructive implications for teachers’ and learners’ EFL performance. Thus, instructors become 
more concerned about assisting their learners to attain better results than about acquiring the 
language through various assistances and different approaches. This teach-to-the-test setting 
can also influence harmfully on learners’ motivation and opinions and consequently drive them 
towards looking at English language as a fact-based subject, which involves memorization (Al-
Issa & Al-Bulushi, 2011).  
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The current assessment scheme in Oman has two forms of examinations: central and 
school examinations. The EFL teachers prepare the school examinations where learners sit for 
mid-term examinations according to a scheduled timetable prepared by schools. The Ministry 
of Education prepares the final central semester examinations (in Oman the academic year has 
two semesters). By the end of each academic semester, learners in all grades 1–11 get a 
statement card, which comprises the marks gained in each studying subject and any positive 
records or observations and feedback from teachers of all subjects. On the other hand, grade 
12 students receive a Diploma Certificate with a description of all their subjects’ marks and 
grades.   
Learners continue to graduate from schools with insufficient English language skills 
and most of them, consequently, need corrective or concentrated courses in a “foundation” 
program before starting college-level study (Al-Mahrooqi, 2012). Unfortunately, most school 
learners are not concerned in to learn English language because of their bad attitudes to it. 
Learners believe that English language is problematic subject and less important than other 
subjects. Moreover, they lack suitable study skills and inadequate experience to practice 
English outside the classroom; therefore, they depend on memorization to pass exams. 
Similarly, since the curriculum aims mainly regular and average learners, it fails to test learners 
with better learning abilities. These factors influence teaching and learning English among 
learners in Oman.  
Lately, the Ministry of Education has made numerous educational improvements 
including the introduction of a continuous assessment (CA) system. CA was introduced to 
ensure that learners are given credit for their work during the school year. Under CA, teachers 
are expected to assess their learners’ performance in accordance with the principles stated in 
the related student assessment document (MOE, 2017). In addition, this system aims to present 
teachers with the chance to make a closer connection between teaching, learning, and 
assessment. Moreover, it aims to increase the diversity of assessment methods such as, quizzes, 
projects, short written or oral tests and student self-assessment. In addition, this system helps 
teachers to know their learners better, lowering learners’ anxiety, increasing their motivational 
levels, making the assessment more authentic, helping teachers to identify learner and teaching 
weaknesses and specify how these might be addressed, and enhancing the overall validity of 
the assessment process (MOE, 2017). 
The CA assessment is practiced in all grades in public schools in the Sultanate. For 
example, in Basic Education Cycle 1 (grades 1–4) the learning outcomes for the English 
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language are grouped into four elements: reading, writing, listening, and speaking. These 
elements provide the framework, not only for assessment but also for record keeping and 
reporting (MOE, 2017). Marks and grades are awarded for these outcomes on the basis of two 
methods of assessment: Continuous Assessment (CA) and Class Tests (CLTs). In the 
summative assessment, the ‘weighting’ (percentage of marks awarded) for each element at each 
grade-level is shown in Table 1.1 below. 
Table 1.1 Weightings for each element in grades 1-4 (modified from MOE, 2017) 
Elements Grade 1 Grade 2 Grades 3&4 
CA CLTs Total 
LST 30% 25% 15% 10% 25% 
SPK 30% 25% 25% - 25% 
RDG 20% 25% 15% 10% 25% 
WRT 20% 25% 15% 10% 25% 
Total 100% 100% 70% 30% 100% 
 
Learners are evaluated using written paper printed tests arranged by their teachers at 
the end of each model unit/theme in every subject. They are evaluated using classroom 
accomplishments such as written activities, practical exercises, and oral presentations along 
with non-classroom activities such as research tasks and portfolios. Thus, if a learner does not 
get 50% of the total subject mark, he/she will be registered for a remedial plan at the end of the 
school semester (MOE, 2017). In this case, teachers are asked to plan extra activities, adopt 
different teaching methods; including assigning simple homework activities, engaging the target 
learners in different school events where the English language is often spoken, and asking 
learners to keep notebooks and portfolios to record their development throughout the remedial 
plan schedule. This plan aims at helping these learners to develop their potential and solve any 
difficulties in their L2 learning. Moreover, teachers must find creative ways, such as repeating 
every basic instruction, keyword and concept time and again without being boring, so that the 
whole class is not affected. However, if a learner still fails in English language course, he/she 
will be listed in another remedial plan at the beginning of the following year to support his/her 
learning in the next level.  
In Basic Education Cycle 2 (grades 5–10), learners are evaluated using the same system 
applied to learners in grades 1–4. However, in grades 5-10, the learning outcomes for the 
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English language are grouped into five elements: Listening, Speaking, Reading, Writing, and 
Grammar and Vocabulary. Marks are awarded for these outcomes on the basis of three methods 
of assessment: Continuous Assessment (CA), Class Tests (CLTs) and End-of-Semester Tests 
(SMTs) (MOE, 2017). Different elements are assessed in different ways, using different 
combinations of these methods. The weightings for each element at each grade-level are as 
shown in Table 1.2 below. 
Table 1.2 Weightings for each element in grades 5-10 (MOE, 2017) 
Elements  
 
                 Grades 5-9  Grade 10 
CA CLTs SMTs Total CA SMTs Total  
LST - 5% 10% 15% - 15% 15% 
SPK 15% - - 15% 20% - 20% 
RDG 10% 5% 10% 25% 5% 20% 25% 
WRT 10% 5% 10% 25% 10% 15% 25% 
Grm / Vcb 5% 5% 10% 20% 5% 10% 15% 
Total  40% 20% 40% 100% 40% 60% 100% 
 
These students also take short written tests and they should get a total score of 50% in 
each subject to pass to the next grade. However, if a student fails an examination in any given 
subject, up to a maximum of three subjects, he/she will be permitted to do a re-sit exam at the 
end of the year. If the student fails the exam again, he/she must repeat the grade/class in the 
following school year. 
On the other hand, in the Post Basic Education grades 11-12, which is the key focus in 
this study, the central examinations are produced by the Ministry of Education for students in 
grade 12 in order to obtain a General Education Diploma Certificate by the end of the academic 
school year., Furthermore, in both grades 11-12, there is now a single course, (Engage with 
English), taken by all learners. The learning outcomes for these core courses are grouped into 
five elements: Listening, Speaking, Reading, Writing, Grammar and Vocabulary. A total of ten 
key learning outcomes have been identified as Table 1.3 shows below. 
Table 1.3 Learning Outcomes (MOE, 2017)  
Elements Important learning achievements 
LST Can recognize a range of spoken texts 
 Can conduct presentations 
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SPK Can interact with others 
 
RDG 
Can understand a variety of written texts  
Can read independently  
 
 
WRT 
Can write and reply to emails (Interactive) 
Can write a text to provide information (Informative) 
Can write short stories and narrate actions and events in the past (Narrative) 
Can write texts to express and justify opinions (Evaluative) 
GRM & 
VCB 
Can understand and apply grammar and vocabulary  
 
Marks are granted for these results, based on two methods of assessment: Continuous 
Assessment (CA) and End-of-Semester Tests (SMTs). Different elements/skills are evaluated 
by different means: some using only CA, some using only SMTs, and others using both 
methods (MOE, 2017). Table 1.4 below illustrates the marks weightings for each element/skill 
for both grades 11-12. 
Table 1. 4 Weightings for the five elements in grades 11-12 (MOE, 2017) 
 GRADE 11 GRADE 12 
Elements CA SMTs Total CA SMTs Total 
LST - 15% 15% - 15% 15% 
SPK 20% - 20% 15% - 15% 
RDG 5% 20% 25% 5% 25% 30% 
WRT 10% 15% 25% 10% 20% 30% 
GRM/VOC 5% 10% 15% - 10% 10% 
Total 40% 60% 100% 30% 70% 100% 
 
1.6 The purpose and aims of the study   
Exploring the field of EFL learning and teaching in recent times has shown a shift 
towards investigating classroom practices and the nature of the learning environment. To 
address the research problem as outlined above, this study aims to provide new insights into 
the situation in contemporary Oman. These include why and for what purposes EFL teachers 
in particular, and their students, in Oman tend to use the Arabic language in their EFL 
classrooms, if they do. Additionally, in what pedagogical contexts do they tend to use the 
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Arabic language, how do learners understand the underlying relationship between the 
motivation to learn the English language and their practices in the classrooms, potential 
similarties and differences and are there any discrepancies between teachers and students’ 
perceptions and practices in the classrooms? Consequently, this research aims to explore this 
phenomenon in depth and fill this gap by adopting a mixed research approach composed of the 
questionnaire, classroom observation, and semi-structured interviews as data collection 
instruments. According to Macaro (2005), factors such as teachers’ experience and learners’ 
age have been reported in previous studies as main reasons to use L1 in EFL classrooms. 
Participants’ substantial practices in the classrooms are compared to check if their perceptions 
were reflected in their performance.  
Overall, this study aims to provide both the descriptive and deep understanding of the 
Arabic language functions and pedagogical practices/solutions in EFL classrooms in Oman and 
has the following aims: 
 Explore EFL teachers’ and students’ perceptions related to Arabic language use 
in grades 11-12 EFL classrooms in Oman. 
 Explore pedagogical situations and contextual practices in which the Arabic 
language is used in grades 11-12 EFL classrooms in Oman. 
 Identify the functions and purposes of L1 (Arabic language) utilisation in grades 
11-12 EFL classrooms in Oman compared with the use of the English language. 
 Raise/seek awareness around the role of Arabic language in Omani EFL 
classrooms and provide advice to improve future practice. 
 Identify successful and effective English language teaching methods and how they 
can be improved in the Omani context. 
1.7 The significance of the study 
Since the late 1800s, the use of the L1 has often been out of favor amongst L2 
philosophers and specialists (Hall & Cook, 2012). In response, Cook (2001), stressed the 
significance of considering the use of L1 in EFL classrooms, by arguing that “it is time to open 
a door that has been firmly shut in language teaching for over 100 years, namely, the systematic 
use of the first language (L1) in the classroom” (p. 403). Moreover, changes to traditional 
practice and the importance of teachers’ awareness and control of classroom dialogical 
interactions and experiential language learning are at the forefront of most recent findings 
(Shamsipour & Allami, 2012; Skidmore & Murakami, 2016; O’Neill, 2017). This research 
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aims to contribute to the body of the knowledge by exploring teachers and learners’ perceptions 
on the use of the Arabic language (L1) in grades 11-12 EFL classrooms in Oman. It explores 
in what pedagogical settings both teachers and learners tend to use Arabic and whether there 
are any contradictions between teachers’ opinions and practices in the classrooms regarding 
the way Arabic language use impacts on students’ acquisition of English.   
Although there has been much research in the EFL field finding support both for and 
against using L1 in EFL classrooms, to the best of the researcher’s knowledge, this  is the first 
mixed methods study carried out to explore the perceptions of EFL teachers and their students 
on the use of the Arabic language in grades 11-12 EFL classrooms in Oman. This research is 
also significant because in the Omani EFL teaching and learning settings, teachers and learners 
share the same L1 (Arabic), such that students are tempted to converse in Arabic and teachers 
are under pressure to create opportunities whereby students need to use the English language 
for meaningful purposes in their classrooms. The findings of this research will hopefully help 
teachers to appreciate in which situations they and their students might use their L1 (Arabic) 
to best support the learning of English rather than hinder it. This research will contribute to the 
body of the knowledge in the EFL field by illuminating current language pedagogy and 
practices in the teaching of EFL in year 11-12 classrooms in Oman. It will explore teachers’ 
and learners’ perceptions and likely pedagogical and other purposes for using their L1(Arabic) 
if the goal is to acquire English in an EFL learning environment. This research may provide 
good information about the resources and techniques which can help their students to acquire 
and practice the English language more proficiently. The outcomes will also assist learners to 
gain a better understanding of their perceptions about language learning and its purpose, 
besides providing strategic advice to schools and education authorities. In turn, the research 
findings have the potential to inform all stakeholders of the specific situation of EFL in Oman 
and possible improvements for students in order to have a better opportunity to enhance their 
English language skills as well as being relevant to other EFL contexts. 
Thus, the findings will further help policymakers, administrators, and educators in the 
education field by outlining for L2 teaching, and the functions and purposes of the use of L1 
(Arabic in this case) that are relevant to EFL teaching and learning for future curriculum 
improvement applicable in Oman and elsewhere. In the context of contemporary language 
learning pedagogy and practices, thus  preparing the ground for a more reasoned use of L1 in 
the EFL classroom learning environment for year 11-12 students.  
 
 18 
   
1.8 The research questions 
The research questions underpinning this study have been constructed from the results 
of the review of current literature in the field in relation to the research problem and the above 
aims, while also drawing to some extent from my own knowledge and understanding of the 
Omani EFL context: 
RQ1.  To what extent do teachers and learners believe that the Arabic language should be 
used in the teaching of English in Omani EFL classrooms?  
RQ2.  What are the contexts in which teachers use Arabic in Omani EFL, and why?  
RQ3. What are the contexts in which students use Arabic in Omani EFL classrooms, and 
why?  
RQ4. To what extent does teachers’ use of the Arabic language as L1 in practice support 
or hinder students’ learning of English?   
 
1.9 Outline of the thesis chapters  
This part includes a summary of the contents of each of the six chapters in this study.  
Chapter 1: This chapter introduces the study’s background, providing details about the 
EFL teaching context in Oman, and it identifies the research problem.. Chapter one also 
outlines the study’s purpose and aims, and the research questions. An overview of the 
educational system in Oman is further provided with particular attention being paid to the 
Ministry of Education’s focus on improving students’ English language learning during the 
school years 1 to 12 through acknowledgment of the need for change to pedagogy and 
assessment practices.  
Chapter 2: This chapter provides a review of the existing related literature about the 
study. It commences with the theoretical framework and current literature pertaining to 
teaching practices and methods of teaching English as a foreign language, from Grammar 
Translation to recent methods. The argument then moves to the fundamental elements of the 
study including using learners’ L1 from a sociocultural theory point of view, and the 
importance of individual differences and motivation in the L2 teaching and learning process. 
Moreover, the type of discourse that occurs between teachers and learners in EFL classrooms, 
and its importance, are also analyzed and elaborated upon. This is followed by an clarification 
of practice and reasons for L1 usage in EFL classes. The perceptions of both teachers and 
learners, arguments for and against L1 use, and functions and purposes of L1 use in EFL 
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classrooms are subsequently reported on. Since this study considers using Arabic language in 
EFL classrooms, there is a brief section about studies of the Arabic language usage in different 
contexts including in Omani EFL context in particular. 
Chapter 3: This chapter includes three sections. First, the theoretical methedology 
background used in this study is discussed. The second section presents the definitions of the 
mixed methods approach. Next, the methodology part of the present study, including 
questionnaires design, classroom observation, and semi-structured interviews and the study 
context and participants, is outlined. Details of the questionnaires, classroom observations, and 
semi-structured interviews are explained. Next, the validity and reliability of these 
methodological tools are discussed, as well as the ethical considerations.  
Chapter 4: This chapter describes the study’s findings. Detailed reports of the 
consequences gained from the three data collection tools adopted in this study are presented. 
First, the quantitative data from the teachers’ and students’ questionnaires and Part One of the 
classroom observations are outlined. Next, the results of the qualitative data obtained from Part 
Two of the classroom observations and the semi-structured interviews are presented. Each 
section concludes with a summary of the findings.    
            Chapter 5:  This chapter discusses and presents the summary, interpretation  and the 
triangulation of the data and results overall in relation to the study questions. In order to 
appropriately situate the study within its field,this chapter specifically contacts the 
agreements and differences with the earlier studies and draws attention to the key results of 
the current study. 
Chapter 6: This chapter concludes the study by considering the results of the study relative to 
the research theoretical framework and contribution of the study to knowledge. Next, the 
pedagogical implications are deliberated, and limitations are identified. Finally, 
recommendations are made for improving EFL pedagogy in general in relation to the “English 
only” debate and the constructive use of students’ L1, in particular for the Omani context. Then, 
on the basis of this study, implications for future research are identified and  suggestions for 
further studies are made.  
1.10 Chapter summary 
This chapter elaborates the background information about the study. It also highlights 
the research context and the importance of teaching the English language in Oman. The 
research problem and aims of this study, which are related to providing insights into the EFL 
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teachers’ and students’ perceptions on using Arabic language in grades 11-12 in Oman, have 
been described. The relevance of current teaching and assessment practices have been reported. 
The research questions and the significance of the study were also presented and a summary of 
the chapters of the dissertation was provided. 
The next chapter presents the literature review related to the study’s research context 
and the principles of L1 use in L2 classrooms and language teaching supporting the research 
ground. 
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CHAPTER 2: LITERATURE REVIEW 
 
2.1 Introduction 
There is a complete agreement between the students and teachers about the benefits of 
using Arabic language in the EFL classroom despite the presence of multiple studies that 
discuss the disadvantages of using L1 in an English classroom (Al-Ta’ani, 2019). There is high 
level of similarity in studies that have been conducted to determine students’ and teachers’ 
perceptions regarding the use of Arabic language in the EFL classroom. Findings from these 
studies demonstrate that students’ mother tongue has positive impact when used by both 
teachers and students in the EFL classroom (Al-Ta’ani, 2019). In other words, these researches 
suggest that Arabic language should be used by both students and teachers to aid the learning 
of English which in this case is a foreign language.  
Minor differences were noticed in relation to the purposes and occasions under learners’ 
first language should be used. Some of these differences were as a result of the level of 
proficiency of the students. According to Al-Ta’ani (2019), 54% of teachers and 72% of 
students think that it is important to use Arabic language in the EFL classroom (Al-Ta’ani, 
2019). A majority of the study participants challenging or difficult political, cultural, 
traditional, and religious concepts should be taught in the EFL classroom by referring to the 
learners’ first language. A majority of instances where Arabic language was used in the EFL 
classroom, learners appeared to respond notably higher compared to their educators (Al-Ta’ani, 
2019) Large percentage of the students thought that using Arabic language helped them 
develop better understanding of the difficult concepts and at the same time improve ideas 
including new vocabulary and grammatical rules more efficiently.  
The use of learners’ L1 to aid the English learning played facilitative and supportive 
role even though English is considered to be the primary communication vehicle (Al-Ta’ani, 
2019). Despite the fact that some students stated that English language had been imposed on 
them and that it was an identity threat, and more so while teaching religious, cultural, and 
traditional issues, its use demonstrated high level of significance (Al-Ta’ani, 2019). In 
summary, there are a wide range of reasons for which students and teachers use Arabic 
language in EFL classroom. For instance, Arabic language has proved to be very helpful when 
it comes to explaining the most difficult political, cultural, traditional, and religious issues and 
concepts (Al-Ta’ani, 2019). The learners’ first language also helped the students to feel less 
stressed and more comfortable and confident. Arabic language was also important when 
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expressing things that were somehow difficult to say in English. Other significances include 
and are not limited to providing weak learners with a chance of improving, comparing between 
various structures in English and Arabic, and offering instructions for exams and tasks (Al-
Ta’ani, 2019). 
 Many EFL teachers stated that they allowed the use of learners’ first language to some 
extent when explaining vocabulary, building good relationship with the learners, and clarifying 
unclear meaning (Alshehri, 2017). These teachers expressed their belief that L1 can enhance 
the learning of a foreign language when used appropriately. This is a reflection of other current 
studies that have revealed that the use of L1 in the EFL classroom is essential in performing 
other functions. For instance, L1 is very vital when explaining grammar, unclear meanings and 
vocabulary (Alshehri, 2017). Recent studies have revealed that the use of L1 is essential when 
it comes to preparing tasks and translating new words. That is despite the fact that some 
teachers believe that English should be used as the main language in the EFL classroom. These 
researches have however indicated that teacher-training does not promote the use of learners’ 
first language (Alshehri, 2017). Educators are encouraged to use L1 to attend to the learning 
functions of their students. Of course, that does not imply that schools should endorse unlimited 
use of L1. It is important to develop more frameworks that demonstrate when and how L1 
should be used (Alshehri, 2017). Teachers should also enhance their awareness regarding the 
practical benefits of using L1.  
 In trying to explore the functions of L1 in EFL classroom, some recent researchers have 
suggested that learners’ first language can be used to carry out multiple functions like checking 
grammatical concepts, explaining lexical functions, giving instructions, and checking for 
comprehension (Alrabah & et al., 2016). Therefore, instead of relying on English language for 
all these functions, L1 can be used alongside the foreign language. Other appropriate use of L1 
in the EFL classroom includes testing, using translation and eliciting language. Other studies 
have suggested that L1 can be used to teach spelling, morphology and phonology, analyzing 
language, managing the classroom, keeping records and negotiating the syllabus. Furthermore, 
L1 can be used to contact individual students, maintaining discipline, organizing tasks, 
organizing the class, explaining grammar, and conveying and checking meanings of sentences 
and words (Alrabah & et al., 2016). A majority of studies that have been conducted over the 
recent years have gone to the extent of exploring the factors behind the use of L1 in the EFL 
classroom. These researches have demonstrated that sociolinguistic, psycholinguistic, and 
affective factors have contributed greatly towards the use of L1 in the EFL classroom. 
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However, EFL teachers are not always well-conversant about the factors that contribute 
towards the use of L1 in the EFL classroom. For instance, some studies have showed that some 
teachers might be conversant about the overall factors behind their decision to use L1 in EFL 
classroom, but others could only realize that after being taken through episodes of their 
teaching (Alrabah & et al., 2016). The bottom line of this is that there are multiple factors that 
can influence teachers to change their teaching decisions from the use of English to L1.  
 When taking the low proficiency levels of EFL learners into consideration, the 
instructor’s insistence on exclusively using English language can lead to stressful classroom 
environment for the learners (Alrabah & et al., 2016). The core role of L1 in the EFL classroom 
is to provide the basis for minimizing affective filters. Studies have indicated that for input of 
English language to be made more comprehensible, teachers can use L1 to attain a low affective 
filter for the learners and facilitating the acquisition of L2 (English). There are both affective 
and pedagogical factors that contribute towards the use of L1 in the EFL classroom. The 
decision to use English language and L1 interchangeably is generally complex and based on a 
wide range of factors such as cognitive factors (Alrabah & et al., 2016). When it comes to 
affective factors, educators responded to the contributions made by their students in a bid to 
create a learning environment that is free from stress. That means that when teachers use L1 in 
the EFL classroom, they create a sense of relaxation amongst the students rather than utilizing 
English alone. Far from that, EFL teachers tend to use L1 to become more comprehensible to 
their learners in their attempts to simplify the L2 input. As such, the language that teachers 
address to language use of L1 is to try and ensure that they become more comprehensible 
(Alrabah & et al., 2016). The deliberate process of the adult native speakers to try and simplify 
the complexity of their speeches to fit the level of the child-hearer is the same as multiple ways 
in which teachers try to simplify their talks so as to improve the proficiency of the students in 
the L2. In a language classroom, simplification of input could include having the instructors 
using L1 to try and accommodate the low proficiency levels of the students. For instance, the 
low English proficiency of students in the Omani context is the main reason why Arabic is used 
in the EFL classroom (Alrabah & et al., 2016). Experienced EFL teachers have intuitive feeling 
regarding the proficiency levels of their students. Hence, they usually try and adjust their input 
for English language accordingly in a bid to create room for the students to include the use of 
L1 in the teaching of EFL.  
 The sense of identity of the EFL teachers is bound up within their native languages. 
The use of L1 in the EFL classroom is closely related to the underlying sense of identities of 
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the teachers including their native languages. For instance, research has shown that in a 
classroom where both students and teachers are Arabic speaking, about 40% of the total time 
spent in the classroom is carried out in Arabic. Despite the fact that teachers of EFL might 
share the same L1 with their students, they tend to practically adopt surrogate identity in the 
classroom (Alrabah & et al., 2016). Nonetheless, the students will able to tell whether their 
teachers belong to their cultural groups or not. The moment teachers decide to accommodate 
the sense of cultural, linguistic and national identity through the use of L1, they end up 
increasing their overall rapport with the student thus facilitation the learning process of L2. 
Furthermore, the use of L1 by teachers can be viewed as a form of convergence to the speech 
patterns of the students. Such processes can be interpreted as sociolinguistic factors that support 
the learning process of the students. Furthermore, teachers’ perceptions regarding the use of 
L1 in the EFL classroom is an important area that recent researches have been covering 
(Alrabah & et al., 2016). The issue of making use of L1 in the EFL classroom shows a 
contradiction that EFL teachers represent as they go about attending to their daily undertakings. 
Teachers also tend to employ L1 as the basic tool for improving classroom management and 
using it as a language tool. The contradiction is further compounded by seemingly apparent 
disparity that exists between the stated beliefs of teachers and their actual classroom practices. 
Desires of teachers about the use of L1 are clearly in conflict with their corresponding 
classroom practices. Hence, exploring teachers’ attitudes about their use of L1 in the EFL 
classroom contexts provides a remarkable basis for exploring the functions of native language 
(L1) in teaching L2 (Alrabah & et al., 2016). 
Furthermore, based on the researcher’s own professional and personal experience of 
working as an English teacher and later as an English language supervisor, one of the most 
common difficulties in Omani EFL classrooms is that students are not willing to learn and 
participate in communicative English activities. They appear to prefer to learn mostly by 
concentrating on linguistic knowledge such as grammar rules, which they think can help them 
pass the examinations. Although they have acquired enough English during almost 12 years of 
learning it in their schools before starting university and college life, most of them cannot apply 
what they learn in the class to the situational settings in their daily life. Therefore, EFL teachers 
should support communication practices and monitor their learners’ achievements during class 
time. Moreover, teachers need to motivate their learners, as well as provide them with a relaxed 
classroom atmosphere for language learning (Chang, 2011).  
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Therefore, this study aims to explore the actual practices of Arabic language (L1) use 
in EFL classrooms from the perspective of EFL teachers and their students in four governorates 
in Oman. It is based on the idea that understanding the actual practices of EFL teaching would 
assist both teachers and their learners in following the best practice in teaching and learning 
the English language in Omani schools.  
This chapter critically reviews previous studies and relevant literature, which has 
reviewed the use of the first language (L1) in EFL classrooms. The literature review will be 
organised into different parts.. Firstly, the study looks into some important issues in EFL 
teaching including teaching methods and their relation to using L1 in EFL contexts, L1 use 
from a sociocultural theory point of view, individual differences, and classroom interactional 
competence. Secondly, this chapter reviews the arguments for and against L1 use in EFL 
classrooms. Next, the chapter examines the reasons for applying L1 in EFL classrooms. This 
includes teachers’ reasons for using L1 in their EFL classrooms, followed by students’ reasons 
for applying L1 while learning the English language. This is then followed by a review of 
previous studies on teachers’ and learners’ perspectives of using L1 in EFL classes. The latter 
contains two sections: first, previous studies on teachers’ perspectives on L1 use, and second, 
students’ perceptions of using L1 in their EFL classrooms. The chapter also highlights previous 
studies on the use of Arabic language in EFL different contexts. The chapter further reviews 
studies about Arabic language use in Oman where this research has taken place. The chapter 
concludes with the study’s theoretical framework and knowledge gap identification. Finally, 
this chapter ends with a table of the key studies on L1 use in EFL classrooms in different EFL 
contexts, as well as a general chapter summary.  
2.2 Pedagogical change from traditional to contemporary approaches to EFL pedagogy 
– Bilingualism, CLT and dialogism 
2.2.1 Teaching methods and L1 use 
Language teaching is regularly observed in relations to method, and aiming to increase 
teaching practices, teachers and researchers attempt to find out which way is the most effective. 
A number of English language teaching approaches have been developed aiming at finding the 
best way to teach L2 in different EFL contexts. According to Tochon (2014), teaching and 
learning methods have moved on from the traditional grammar translation method, and since 
the introduction of the communicative approach, which recognised the need for students to be 
able to experience using the language to communicate, there has been a shift towards students 
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being engaged in experiential learning, including project-based and problem-based learning. 
According to Brok and Gnnarsdottirs (2001), the greatest methods that the teacher may adopt 
are the methods that transform the students into active and dynamic learners who interact in 
the class through asking questions, which develops their communication skills. Similarly, 
Brandi (2008) has stated that “effective teaching is not about a method. It is about 
understanding and implementing principles of learning” (p. 1).  
Teaching methods have contributed new features and have tried to deal with some 
concerns around language learning. They differ depending on their inclusive or exclusive 
utilization of L1 in L2 classrooms. These methods have been derived from different 
pedagogical settings and are focused on different social and educational requirements. 
Therefore, in order to apply them effectively, teachers should consider these questions: who 
the students are, what their present level of language proficiency is, what kind of 
communicative needs they have, the situations in which they will be using English (L2) in the 
future.  
It seems that no single method can promise effective results. According to Harbord 
(1992), the two main teaching methods, which show different educational practices in applying 
L1 in EFL classrooms, are the Grammar Translation Method (GTM) and the Direct Method 
(DM). While the GTM motivates the use of L1, the Direct Method limits its use. In the 
following section, attention to different EFL teaching methods is considered, based on L1 
employment in L2 classrooms.   
The time between the 1950s and 1980s was a very active period in terms of teaching 
methods when. smaller methods emerged and were established in overall education, which 
have been protracted to L2 settings (Richards & Rodgers, 2005). In this period, diversity of 
teaching methods was encouraged under different titles as ‘the silent way’, ‘total physical 
response’, ‘suggestopedia’ (‘desuggestopedia’) and the ‘new concurrent method’. In what 
follows, different teaching methods around L1 role and utilisation will be briefly described.  
2.2.1.1 Grammar Translation Method (GTM) 
In language teaching practice, many of teaching approaches support L1 use as an 
instrument in L2 settings. The Grammar Translation Method (GTM) is believed to be one of 
the preliminary teaching methods that supports applying L1 in L2 teaching. Richards and 
Rodgers (2001) reported that the GTM had its origins in the teaching of Latin from the 16th to 
the 19th century.  It has occasionally been called “the academic teaching style” (Cook, 2008) 
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or “the grammar school method” (Howatt & Widdowson, 2004). A study conducted by Mondal 
(2012) has disclosed that this method is still highly applied in teaching L2.   
The main aim of the GTM is to allow students to read literature in L2 (Larsen-Freeman, 
2000; Richards & Rodgers, 2001). Therefore, the teachers who apply this method mainly focus 
on grammar rules, reading texts, vocabulary and writing skills. In this method, grammar rules, 
vocabulary, and patterns of the L2 are often taught using L1 translation; afterwards the learners 
will have to recall them and practice what they have acquired through translation exercises and 
drills. The GTM focus is to teach the grammar of the L2 through translation, which is supposed 
to finally make students better in their L1. The role of L1 in GTM is mainly significant because 
L1 is applied widely to clarify what L2 means, and translation is applied as a primary procedure 
of teaching. Therefore, learners are not advised to use the L2 until they achieve intellectual 
ability to do so. According to Larsen-Freeman and Anderson (2011), L1 is the medium of 
interaction in the classroom. Moreover, learning how to translate the words and sentences, the 
students also learn various grammar rules and very large vocabulary lists. Additionally, 
learners might use their L1 to talk and connect with the teacher to comprehend more about 
grammar rubrics and the L2 literature (Howatt, 2004). Both teacher and students use a 
comparatively minor amount of L2, and both teachers and learners frequently use L1 for 
interpreting the reading texts and exercises, grammar explanation, communication in the 
classroom and giving instructions (Larsen-Freeman & Anderson, 2011). 
GTM as a teaching method was critiqued in the mid-nineteenth century for different 
reasons. For example, Howatt (2004) criticised the GTM for its reliance on the translation of 
the L1 and its focus on teaching grammar separately. Thus, it was seen as focusing on the 
knowledge of the learners rather than their communicative and interactive skills. While the 
application of L1 is largely supported because of its dependence on translation, this is 
considered to have an effect on learners’ fluency and communicative abilities in their L2 
(Jadallah & Hasan, 2011). Richards and Rodgers (2001) mentioned that for example that 
educationalists recognised the necessity for speaking skills instead of grammar, reading 
comprehension or literacy appreciation as the aim in EFL contexts. Consequently, there was 
an increased call for methods that would help learners accomplish better chances for practicing 
their communication skills. Students required to effectively use the L2 they were learning for 
interaction in their daily practices.  
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2.2.1.2 Community Language Learning (CLL) 
Community Language Learning (CLL) is another approach that supports the use of L1 
in L2 classrooms. CLL is mainly based on the principles of teaching English as L2 for 
communication. CLL differs from other language teaching methods in terms of the procedures 
it employs to decrease learners’ anxiety and to help them to have a stress-free class (Koba, 
Ogawa & Wilkinson, 2000). In CLL, learners learn not only how to use the L2 
communicatively, but also how to take responsibility for their learning. Such learning takes 
place in a communicative context where teachers and learners are both involved in interactions 
through which both experience a sense of their wholeness (Richards & Rodgers, 2002). The 
classroom is seen as a community, of which teachers and learners are followers and learn by 
cooperating with each other. Learners mainly learn through their L1 followed by their L2. As 
Richards and Rodgers (2001) noted, “learners know the meaning and flow of the L2 message 
from their recall of the similar meaning and flow of an L1 message” (p. 91). The classroom 
work, activities, translations, and group discussions are initially conducted using the students’ 
L1 followed by L2. As the goal is to teach the communicative use of the L2 in a stress-free 
setting, the main concern of the teacher is to reduce learners’ anxiety towards learning a foreign 
language by translating the utterances they produce.  
The use of learners’ L1 has an almost equal importance to that of the L2 in this method 
since it is used as a facilitator for students. Larsen-Freeman and Anderson (2011) asserted that 
students’ motivation is primarily improved by using their L1 throughout the class time. 
Furthermore, to motivate learners towards L2 learning, their L1 plays a significant role, both 
during learning and in reflection sittings where learners express their feelings about the course. 
Teaching activities in this method result in dialogue transcription to analyze the language that 
is being taught.   
2.2.1.3 Task-Based Language Teaching (TBLT) 
Since the 1980s, the Task-Based Language Teaching Method (TBLT) has emerged as 
an extension of CLT. According to Richards and Rodgers (2001), TBLT refers to “an approach 
based on the use of tasks as the core unit of planning and instruction in language teaching” (p. 
223). In this method, the tasks are central to the learning activity. The L2 teacher plays a role 
in designing tasks to create the conditions for language learning and for communication that 
happens outside the borders of the L2 classroom. These activities need students to discuss the 
meaning and connect this to realistic and substantial communication.  
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Richards and Rodgers (2001) reported that the activities and tasks can be either “those 
that learners might need to achieve in real life or those that have a pedagogical purpose specific 
to the classroom” (p. 224). Teachers carry out these activities and tasks in the classroom using 
the L2. The goal is for learners’ interlanguage to gain them implicit language knowledge that 
will then enable them to participate quickly and naturally in communication. The L2 teacher 
aims to develop teaching tasks that are as close to real-world tasks as possible. Learners 
communicate among themselves to organise and accomplish the task. Learners perform the 
concluding task (at times orally) and write a written or an oral report to present it to the class. 
Thus, TBLT builds tasks that are significant and related to learners. The task must expose real 
life situations and learners pay attention to meaning while they can use any language of their 
choice. Activities like playing a game, sharing information or experience, solving a problem 
can be considered significant and genuine tasks.  
Although the L2 is the primary communication language between learners throughout 
a task, the use of L1 is unavoidable when learners do not have any task to accomplish in the 
classroom (Seedhouse, 2004). Learners’ L1 is practised in positions where it is essential, such 
as giving commands or clarifying problematic grammar points. According to Ellis (2008), L1 
is a valuable instrument and a useful resource in a specific framework such as the sociocultural 
framework.  
Some teachers criticise TBLT for focusing primarily on fluency at the expense of 
accuracy. This method also requires a teacher with a high level of creativity and initiative who 
is ready to use teaching aids beyond the textbooks and related materials usually found in 
schools (Richards & Rodgers, 2001). Furthermore, Bruton (2005) noted the following 
additional weak points: 
 no acquisition of new grammar or vocabulary  
 the L2 teacher has to do everything 
 learners might not be motivated 
 students use a lot of their L1 rather than the L2 in finishing the tasks 
 
2.2.1.4 Content and Language Integrated Learning (CLIL) 
Another teaching method that supports L2 learning without heavily depending on the 
L1 use is the Content and Language Integrated Learning (CLIL) method. This method aims to 
use L2 to learn a particular subject such as mathematics, science or history (Calviño, 2012). 
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With its link to CLT, this classroom method is learner-centred. CLIL learning is based on 
learners’ active participation in the learning process. Teachers offer tasks using the L2, and 
hence students learn subject content through L2 utilisation of these tasks. Richards and Rodgers 
(2001) stated that CLIL is grounded in the idea that successful language learning is best 
achieved when learners take part in meaningful activities, as well as when they are interested 
in the given task, regard it as beneficial, and when it leads to a particularly desired aim.  
Regarding the use of L1, CLIL allows for potentially systematic as well as functional 
L1 and L2 use in learning. With regards to learners’ L1 in L2 classes that adopt a bilingual 
approach in CLIL, many researchers have more recently proposed language instruction that 
supports students’ use of their linguistic repertoires in the learning process. According to Ruiz 
de Zarobe and Jiménez Catalán (2009), it is recommended that L1 be used when giving advices, 
particularly to novices in L2, but also during all steps when presenting language skills exercises 
related, to speaking and reading. Learners’ L1 use seems to be unavoidable as they are 
encouraged to speak more in CLIL, either in group-work or with their L2 instructor.  
2.2.1.5 Direct Method (DM) 
The disagreement with GTM led to the rise of the Direct Method (DM) in the beginning 
of the 20th century (Richards & Rodgers, 2001). Unlike in GTM and other methods mentioned 
above, the students’ L1 is banned, and the focus on vocabulary over grammar is recognisable. 
According to Brown (2001) and Richards and Rodgers (2001), DM recommends that the L2 
should be learned in the same manner as the L1 was learnt. It is a practice that was initiated 
with the observations on the learners’ L1 practices.  It intends to allow learners to use L2 for 
everyday talk and avoid using L1 or translation because the principle to learn a language 
naturally is to use L2.  Hence, teachers applying the DM are supposed to inspire the learners to 
build a direct link between meaning and the L2.  
The principal objective of the DM is to endorse spoken L2 without any dependence on 
the learners’ L1. Therefore, unknown perceptions should be directly clarified in the L2 using 
other techniques like action, demonstration, regalia, and photos. The DM focusses on verbal 
communication skills, and terminology is offered over demonstration and images (Larsen-
Freeman & Anderson, 2011; Richards & Rodgers, 2001). Therefore, grammar is skilled 
inductively where the learners find out the rule from the explained samples and grammar 
rubrics are not offered clearly. Modifying pronunciation is an important feature in DM. A 
native-speaking teacher is therefore recommended (Richards & Rodgers, 2001). However, it 
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has been criticised for broadly relying on the teachers’ skills and entirely excluding the use of 
learners’ L1.  
2.2.1.6 The Audiolingual Method (AM) 
The Audiolingual Method (AM) is another method that restricts the use of L1 in L2 
classrooms (Cook, 2001b). AM emerged in the 1950s as a result of less emphasis on oral-aural 
skills in L2 classrooms. According to Celce-Murcia (2001), students learn the L2 by repetition 
until they produce no mistakes, “grounded on the statement that language is routine 
development” (p. 7). Richards and Rodgers (2001) reported that in AM “after dialogue has 
been presented and memorised, specific grammatical patterns in the dialogue are selected and 
become the focus of various kinds of drill and pattern practice exercises” (p. 59). Another 
learning principle underlying AM is that speaking and listening skills have the priority over 
reading and writing skills in L2 teaching.  
Following the monolingual line, learners’ L1 is limited, and translation is therefore 
ignored in this method. The L2 is principally used in the EFL classroom for diverse purposes 
such as clarifying difficult perceptions and giving instructions. However, Richards and Rodgers 
(2001) stated that AM was criticised because learners “were regularly found to be unable to 
convey skills learnt through the AM to actual communication outside the L2 classrooms” (p. 
65). Therefore, the lack of communication skills and the emphasis on spoken skills through 
mechanical drills, rather than ingenuity, were seen as the main drawbacks of this method 
(Richards & Rodgers, 2001). Therefore, some methods and approaches were needed to focus 
on communication rather than structured expertise.  
2.2.1.7 The Silent Way (SW) 
The Silent Way (SW) is a teaching technique that does not support the use of learners’ 
L1. It was developed in 1972 based on the idea that the L2 teacher should be as silent as possible 
in the classroom setting to inspire learners to produce as much L2 language as possible. This 
method encourages students to individually produce and use L2 as much as they can and 
improve their internal standards for accuracy and accuracy (Larsen-Freeman, 2001). In SW, 
the L2 teacher uses the tools at his/her disposal to elicit the correct language from the learners. 
He/she should be helpful and active, using body language and facial expressions to show 
whether the language produced is right or not. Lessons generally include grammar items and 
vocabulary, and the teacher uses charts, bars, and gestures to draw learners’ answers. L2 
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learning is simplified by using physical items and problem-solving (Richards & Rodgers, 
2001).   
Richards and Rodgers (2001) stated that, the practice and implementation of these 
physical items is to “directly connect words and structures with their meanings in the L2 
language, thereby avoiding interpretation into the native language” (p. 86). Learners are likely 
to have applied understanding of grammar and vocabulary but with more stress being sited in 
completing native-like fluency and fruitful communication using L2.  
2.2.1.8 The Total Physical Response (TPR) method  
The Total Physical Response method is a teaching method where teaching and learning 
take place through physical action and making use of learners’ motor abilities while they 
response to their teachers’ instructions as quickly as possible. This method  avoids the use of 
learners’ L1. The only time L1 is used is when clarifying the process of the way and the 
instructions (Asher, 1969). According to Larsen-Freeman and Anderson (2011), most of the 
clarifications this method offers are through learners’ body movements such as ‘stand up’, ‘sit 
down’, ‘look at the door’, ‘move one step forward/back and so on.  
2.2.1.9 Communicative Language Teaching (CLT) 
Communicative Language Teaching (CLT) forms on an educational scheme to a 
language instruction and includes ideas of achievement and inspiration.  For some researchers, 
CLT is one of the most influential and effective language teaching methodologies, which 
increases learners’ communicative competence (Laio, 2000; Savignon, 2002; Ying, 2010).  The 
CLT was first introduced in the 1970s, and since then it has quickly become a significant 
method, getting language teachers’ attention from all over the world. The purpose of CLT, as 
Richards and Rodgers (2014) stated, is to produce meaningful communication in a language. 
Using communicative activities will enable language learners to acquire language naturally. 
Moreover, Tsai (2007) and Pei-long (2011) argued that CLT primarily aims to develop 
language learners’ communicative competence, and language teaching should, therefore, focus 
on communicative ability rather than sentence structure. Communicative activities create a 
friendly environment inside the classroom among learners, which helps in the language 
learning process. According to Richards and Rodgers (2014), these types of activities provide 
an opportunity for language learners to engage in cooperative work with their peers, which also 
enables them to listen to each other. 
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CLT looks at English not as linguistic features, but as a communicative ability. The 
functions are more important than the structures where the key aim is to build communicative 
abilities including grammatical competence, discourse competence and sociolinguisic 
competence (Larsen-Freeman & Anderson, 2011). Similarly, Littlewood (2007) described CLT 
as “development within the communicative method, in which the vital feature of the 
communicative tasks serve not only as significant components of the methodology but also as 
units around which a course may be organized” (p. 244).  
According to Cook (2008) the central educational principle of CLT is that fruitful 
learning of the L2 depends on the quantity of communication and the intervention of meaning 
that learners contribute in throughout the EFL classroom time. Littlewood (2007) stated that, 
this method emphases the language as it is applied in real life settings, so the learners are 
provided with chances to drill  their beliefs and views. Similarly, Larsen-Freeman (2000), who 
also regarded CLT as a communicative method that recognises the connection between 
language and communication, asserted that CLT aims to improve the ability of language 
learners to communicate and use the target language appropriately so they can genuinely use it 
outside the class. She has also pointed out that language teachers aim to allow their learners to 
communicate by providing them with information about linguistic forms, meanings, and 
purposes.  
In CLT L1 is rarely applied, although it could be used when using L2 seems to be 
difficult. In CLT, there seems to be very little room left for the learners’ L1 in a communicative 
classroom where the main aim is to develop interaction using L2 (Cook, 2001b). The L2 should 
be applied not only during open class events but also for clarifying actions and performs or 
allocating homework to learners (Larsen-Freeman, 2000). In addition, Nunan (1991) outlined 
five features of CLT that were considered to support good practice in developing learners’ 
language competence:  
 stress on learning to communicate through L2. 
 introducing authentic materials into L2 teaching and learning practice.  
 providing chances for learners to focus on their learning practices . 
 enhancing students’ class experiences as essential contributing features to classroom 
learning context.  
 connecting L2 learning with language activities outside the school.  
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However, CLT, like all other teaching methods, has some drawbacks and has faced 
some criticism. According to Brown (2007), CLT requires a native speaking teacher, as it is a 
challenging task for a non-native speaking instructor to practise all its techniques. Therefore, a 
teacher with low L2 ability and short experience may find difficulties in applying this teaching 
method, and consequently, may use L1 to explain new terms and clarify difficult instructions 
might assist a non-native speaking instructor (Richards & Rodgers, 2001). Moreover, learners 
who do not use L2 outside school classrooms, or those who are at elementary levels, might find 
CLT challenging to practice. 
These teaching methods generally have some drawbacks and were criticized for 
different reasons. Teaching L2 around the world stresses a change towards more 
communicative teaching methods with collaborating student-centered learning setting. While 
the CLT approach, for example, encourages communication and interaction, learners do not 
have enough L2 to start with and often end up using their native language. But for students and 
teachers who have grown up in contexts which often have teacher-centered classes, syllabus 
limitations, exams and large number of students in classrooms, there is regularly a discrepancy 
between theoretical teaching methods and real practices. Syllabuses are often taught item by 
item instead of holistically contrary to the CLT approach. Teachers usually take it upon 
themselves to convey information rather than as a facilitator. Most importantly, exams are 
based on separate items rather than on communication alone. Learners face difficulties with 
reading, writing, vocabulary and grammar. As writing skill is a very compound activity which 
involves accuracy, writing ford different purposes such as writing emails with various use of 
vocabulary, it becomes the most challenging skill in the language. Teachers, therefore, try to 
support learners use sentences meaningfully in paragraphs which would make a meaningful 
piece of writing. The other aspect is the teaching of the English language at grades 11-12 levels 
where learners are taught fixed expressions and phrases, reading and writing passages which 
they are required to memorize and then reproduce for exams purposes.  
             Maybe the main challenge in L2 classes setting is the large number of students (classes 
normally comprise 30-35 students) and the inadequate teaching resources. Consequently, 
teachers fear the lack of classroom management and running pair and group work during the 
lessons with large numbers of learners.  
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2.2.1.10 Calls to adopt CLT in the Omani EFL context 
The traditional teaching methods, which are adopted in different EFL contexts around 
the world ,regularly emphasise grammar, memorisation, interpretation and other practices that 
do not support the progress of communicative capability. This creates the need to implement a 
teaching method that encourages people to use English for real communication in the EFL 
setting. In Oman, one of the currently adopted methods to teach English as EFL is the 
communicative language teaching method (CLT) (Abbas, 2012). The purpose of CLT, as 
Richards and Rodgers (2014) have stated, is to produce meaningful communication in a 
language. Using communicative activities will enable language learners to acquire language 
naturally. Moreover, Tsai (2007) and Pei-long (2011) have argued that CLT primarily aims to 
develop language learners’ communicative competence, and language teaching should 
therefore focus on communicative ability rather than sentence structure. Communicative 
activities create a friendly environment inside the classroom among learners, which helps in 
the language learning process. According to Richards and Rodgers (2014), these types of 
activities provide an opportunity for language learners to engage in cooperative work with their 
peers, which also enables them to listen to each other. 
Similarly, Larsen-Freeman (2000), who also regarded CLT as a communicative method 
that recognises the connection between language and communication, has asserted that CLT 
aims to improve the ability of language learners to communicate and use the target language 
appropriately so they can genuinely use it outside the class. She has also pointed out that 
language teachers aim to allow their learners to communicate by providing them with 
information about linguistic forms, meanings, and purposes. 
Al-Mahrooqi (2012), recommended the implementation of CLT in EFL classrooms to 
solve some of the Arab EFL fluency problems. She carried out research on 58 
undergraduates to examine the teaching methods of English language skills in public 
schools and private institutions in Oman. Her study showed that 45 out of the 58 
participants did not get the chance to learn the English language communicatively in 
schools. Her study showed there is an obvious need to enhance communicative skills in 
the Omani public schools’ curriculum. She revealed an absence of fluency as part of 
speaking skills for Omani EFL learners. 2.2.2 L1 Use from a Sociocultural Theory (SCT) 
point of view 
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Sociocultural theory is a developing theory that looks at the significant influences of 
society on individual development. It defines learning as a social practice in which social 
communication and culture play a vital part in the progress of cognition. The term sociocultural 
theory (SCT) belongs to Vygotsky (1997), who developed a learning theory that brought 
together the cognitive and social features of language learning (Lantolf, 2004). It is a socially 
clear model for cognitive expansion in which the role of the social setting in cognitive growth 
is highlighted. According to Lantolf ( 2004), it is “a theory of mind that recognises the central 
role that social relationships and culturally constructed artefacts play in organising uniquely 
human forms of thinking.” (pp. 30-31).   
One of the norm beliefs of SCT is mediation, or the use of items and tools to simplify 
an activity. For example, Vygotsky (1997) considered language a critical mediating instrument 
in social interaction and learning. He reasoned that everything is learned on two levels: first, 
through interaction with others, and then combined into the individuals’ mental  structure. In  
other  words,  learning  happens  in  the  first  instance  through interaction with others, who 
are more experienced and skilled, and who are in a position to guide and support the actions of 
the beginner. With regard to this point, Lantolf (2004) further stated that although humans use 
other cultural and social tools to learn, language remains the most important of these 
instruments. Indeed, a language, as Lantolf and Thorne (2007) stated, is “the most pervasive 
and powerful cultural artefact that humans possess to mediate their connection to the world, to 
each other, and to themselves” (p. 205).  
From a sociocultural viewpoint, language facilitates our learning and, therefore, 
students’ L1 is seen by teachers as a resource in L2 learning. Students’ L1 is seen both as an 
instrument for both communication and thought in students’ speech. The L1 helps both social 
and metacognitive purposes in SCT classrooms. Thus, in a classroom, language assists not only 
a communicative purpose in teacher-student and student-students’dialogue but it is a 
psychological instrument as well. For instance, the common friendly greeting such as ‘ ملاسلا 
مكيلع’ (Alsalam alaikuom) (peace be upon you) tends to be regularly used by learners and 
teachers in L2 classrooms in Arabic, as it represents both cultural and religious values. Thus, 
social and cultural functions cannot be separated.  
Swain and Lapkin (2000) suggested that rejecting learners’ admission to the L1 denies 
them a valuable cognitive tool. Other educational researchers see L1 as a mediational device 
and recommend that what happens in combined L2 discussions not only leads to learning but 
that it is learning in itself (Donato, 1994; Swain & Lapkin, 1998). Donato (1994), concluded 
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that “in social interaction, a knowledgeable teacher participant can create, using speech, 
supportive conditions in which the novice learner can participate, and extend current skills and 
knowledge to higher levels of competence” (p. 52). In this regard, Vygotsky, (1978) stated that 
humans develop cognitively by building the meaning of what surrounds them; whether that is 
related to their societal setting or past actions. Both learning and development happen as a 
consequence of the individual’s interactions with their learning environment. Teaching aids 
usually simplify this communication; and when learning progresses, it results in the 
development and expansion of knowledge. 
Ellis (2010) asserted that SCT is distinguished by theoretical variety and he defined the 
differences between cognitive SCT and social SCT in terms of language, representation, the 
social setting, learner identity, the learner's linguistic background, language learning, 
interaction, and more significantly, the methodology used in researching the L2 learning. The 
following table exemplifies these differences: 
Table 2.1: Differences between cognitive and social SCT (Adapted from Ellis, 2010: pp. 
28-29) 
Dimension Cognitive SCT Social SCT 
             
Language 
 
Language seen as either a group of 
formalist rubrics or as a network of 
form-function mappings.  
 
Language seen not just as a 
linguistic scheme but also as a 
varied set of a cultural practice, 
often best understood in the setting 
of broader relations of influence.  
Mental 
representation 
Two views:  
(1) as a group of rubrics that 
include the student's linguistic 
capability;  
(2) as a complicated network of 
relations among neutral modes.  
In some social philosophies, 
representation is not deliberated at 
all. Vygotskyan methods highlight 
the semantic rather than the official 
features of the language that 
students adopt.  
Social context 
A complete circulation is prepared 
between 'second' and 'foreign' 
language settings. Social setting is 
understood as swaying the amount 
of acquisition and final level of 
aptitude reached, but not as 
touching the core developments 
responsible for achievement.  
The social context is seen as both 
determining L2 use and 
developmental, and as something 
the participants equally construct. 
The social setting is where learning 
occurs and takes place.   
Student 
identity 
The student is seen as a 'non-native 
speaker'. Student identity is 
motionless.  
The student is seen as having many 
identities that give chances to learn 
a language. Student’s identity is 
dynamic.  
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Learner's 
linguistic 
background 
The student has a complete 
linguistic capability in his/her L1.  
Students may be bilingual and may 
show variable degrees of ability in 
their various languages.  
Input 
Contribution is seen as linguistic 
data that helps as a cause for 
achievement. Contribution is 
viewed as related to, but 
distinguishable from interaction.  
 
Contribution is seen as contextually 
built; it is both linguistic and non-
linguistic.  
Interaction 
Communication is viewed as a 
foundation of input.  
Communication is seen as generally 
a discussed incident and a means by 
which students are socialized into 
the L2 context and culture.  
Input and interaction are viewed as 
a socio-cognitive whole.  
Language 
learning 
L2 achievement happens inside the 
mind of the student as a 
consequence of input that 
encourages universal cognitive 
procedures.  
L2 achievement is learning-in-
action; it is not a mental event but a 
social and concerted one. 
 
In fact, SCT suggests that students should create their learning within their setting and 
with the use of mediating tools. This building of knowledge covers understanding wholes, as 
well as parts, that are considered to be part of their environment. Similarly, EFL teachers need 
to understand what learners learn and what they perceive the world to be. EFL teachers need 
to be aware of their learners’ learning styles. Thus, the role of teachers is to facilitate learning 
and learners should not be told everything, but they are encouraged, through questions, to 
formulate their knowledge.  
In L2 classrooms in different EFL contexts, students have been motivated to participate 
by applying the L2. Indeed, researches from the EFL setting show that some students do not 
have the competence to use L2 only and consequently they tend to use  L1 in their classrooms 
communications (Macaro, 2009; Sipra, 2013). In this regard, Vygotsky (1978) asserted that 
social communication facilitates cognitive progress and therefore, in the setting of a class, more 
social interaction, both student-teacher and student-student, is desired. L1 is essential to 
increase learners’ class participation in the EFL classroom setting, where everyone’s 
contribution is significant.  
As amplified participation is necessary for better L2 learning, and as more recent 
research recommends that L1 use permits better participation, total rejection of L1 in an L2 
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learning classroom context may decrease learners’ participation. In this regard, Anton and 
DiCamilla (1999) stated that the usage of L1 by the students has a significant cognitive part, 
offers scaffolding, aids to express interior speech, and also makes intersubjectivity. They added 
that in the practice of this combined arrangement, adopting a common L1 to explain the 
difficulties which might rise could support the L2 learning.  
In the EFL classroom in Oman, which is the central focus of this research, interaction 
happens between teachers and learners and between learners and their classmates often through 
L2. However, at other times, this interaction is mediated by the use of Arabic language in the 
EFL context where all students speak the same L1. According to Brown (2001), these learners 
would use the L1 until such time that they have learned enough English to accomplish a short 
interaction with their teacher. For example, learners might sometimes get stuck and make use 
of Arabic to ask for their classmates’ help. In a study by Reyes and Vallone (2008), they found 
that the use of L1 in  students-students interaction  supports the process of increasing learners' 
knowledge, and it is also an example of using what is known to progress and obtain what is 
challenging and new. Thus, a language class offers a situation where new learning builds on 
earlier knowledge and experience, where learning is facilitated through communications with 
others, where learning is a sequence of problem-solving, and where learning is a practice 
simplified by teachers and other learners.  
2.2.3 Classroom Interactional Competence (CIC) 
In language learning and teaching contexts, the type of discourse between teachers and 
learners creates the main part of the educational process. In other words, what occurs in the 
classroom and how students and teachers co-construct information has become very important. 
The importance of classroom interaction is the critical component in communication, and it is 
in fact the heart of communication or what communication is all about (Brown, 2000). When 
the primary purpose of language teaching, which is to create communicatively competent 
learners, is taken into account, the role of classroom communication should be a strong 
consideration, since classrooms are one of the few contexts in which learners have the chance 
to use their L2 meaningfully, even if they are insufficient. According to Walsh (2006) good 
teaching “is concerned with more than good planning…Good decisions are those that are 
appropriate to the moment, not ones which ‘follow the plan’” (p. 19). He further added that 
“interaction does not simply happen…in an acquisition rich classroom, [it] is instigated and 
sustained by the teacher… while learners clearly have a significant role to play, it is the teacher 
who has a prime responsibility” (p. 19).  
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Walsh (2011) further claimed that the main aim in classroom discourse analysis was 
not only to define the components of the classroom dialogue but also to confirm that teachers 
and learners developed the kind of interactional competence that would consequently lead to 
more active classrooms with learners being more actively involved in the learning practice. He 
also argued that anyone trying to develop learning and teaching should consider the classroom 
discourse and should consider the importance of classroom interactional competence (CIC). In 
line with this point, Walsh (2006) defined CIC as “teachers’ and learners’ ability to use 
interaction as a tool for mediating and assisting learning” (p. 132).  
One feature CIC is the degree to which language usage and pedagogic aims meet, as 
language use and pedagogic objectives must be aligned. The idea of CIC builds on ideas 
connected to the importance of interactions in the language learning context and specifically 
focuses on how teachers’ and learners’ interactional choices produce learning opportunities in 
the classroom. Teachers establish CIC through their ability to use language that is suitable to 
both the classroom style and the students (Walsh, 2006). 
 Regarding the importance of classroom discourse adjustment, O’Neill and Geoghegan 
(2011) claimed that positive modifications in teacher-learners interactions depended on 
teacher-awareness of the lesson, discourse interactions, and the ability to self-monitor and self-
evaluate to be able to modify their talk. Therefore, Walsh (2006) emphasised the importance 
of CIC as it “facilitates interactional space” in the classroom (p. 131). He argued that learners 
need space to contribute to the classroom interactions to enhance their learning. This could be 
obtained by increasing wait-time, reducing teacher echo (i.e. the repetition of a preceding 
utterance or learner’s input) and helping extend learners’ turns (Walsh, 2014), which will 
maximise the possibilities for learning chances in the classroom. For instance, in the classroom 
context, when the teacher aims to elicit ideas from the learners, CIC would be established if 
there were long pauses in the interactions (i.e. more than one second) after a teacher’s question, 
giving learners the chance to form views and express them in their own time. In comparison, 
if the teacher frequently fills the silence in the classroom with needless teacher echo, he/she 
would not demonstrate CIC (Walsh, 2006a). Another feature of CIC, as Walsh (2006) claimed, 
is the teacher’s ability to shape student contributions by “seeking clarification, scaffolding, 
modelling or repairing learner input”, thus “helping learners to say what they mean” (p. 131). 
Walsh (2014) describes this feature as “shaping [which] involves taking a learner response and 
doing something with it rather than simply accepting it” (p. 5). 
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Walsh’s (2006, 2006b) study was particularly important as it resulted in developing the 
SETT (self-evaluation of teacher talk) framework. This tool allows individual teachers to 
evaluate the level to which their language use and pedagogic goals are aligned and associated, 
in order to increase their interactional awareness and expand the quality of their teacher talk. 
As Walsh (2006b) described it: 
“This instrument was used, firstly, to enable teachers to analyse their own    
classroom   data; secondly, to facilitate participation in reflective feedback interviews. 
Essentially, teachers made a series (5 or 6) of ‘snapshot’ recordings of their own 
lessons (each lasting    about 15 minutes); analyzed their recordings by (a) identifying 
modes and (b) transcribing     examples of interactional features using the SETT grid; 
finally, they discussed their assessments with the researcher in a post-assessment 
feedback interview” (p. 134). 
The SETT tool contains a variety of analytical ideas and procedures that are planned to 
increase the awareness of teachers about the language they use in class, the suitability of these 
conversational designs to the pedagogic purposes they follow, and the learning chances they 
produce for their learners. This tool has been shown to be very beneficial as it offers accessible 
metalanguage for the teachers and learners to debate and analyse classroom dialogue in a 
perceptive way without being too difficult. Walsh (2006) identified four classroom modes, each 
of which has its own typical interactional features associated with defined pedagogic objectives 
(see Table 2.2). He claimed that by using a mode of analysis and the SETT framework, teachers 
can improve a fine-grained understanding of the connection between teacher talk, interaction 
and learning, which can then allow them to identify methods to expand their classroom 
performances and to make appropriate changes.  
According to Walsh (2006), the first step of this assessment practice includes teachers 
identifying diverse steps and stages of the lesson, which he labeled “modes” (p. 66). Each mode 
has a set of ‘interactional features’ (e.g. display questions) aligned with certain pedagogic aims 
(e.g. to check and display answers). He recommended that teachers could use a mode analysis 
along with the SETT framework to analyse the suitability of the interactional features relative 
to the modes of the lesson practice. The framework provides teachers with a way of describing 
their discourse and connecting it to lesson purposes. It assumes that lessons are made up of a 
sequence of events or ‘modes’, each with different aims and interactional features, as shown in 
Table 2.2.  
 42 
   
Table 2.2: The SETT grid (Modified from Walsh, 2003: p. 3)  
Mode Pedagogic Aims Interactional Features 
M
an
ag
er
ia
l 
- To convey information 
- To organize the physical 
learning contexts 
- To present or accomplish any 
task 
- To move and change from a 
learning  manner to another 
one 
- A sole, extended teacher turn 
which uses clarifications and/or 
guidelines 
- The usage of temporary markers 
- The usage of conformational 
forms 
- A lack of student participation 
M
at
er
ia
ls
 
- To run language exercise 
around a part of material 
- To produce answers in linked 
to the materials 
- To check and confirm 
responses 
- To explain when needed 
- To assess inputs 
- Wide use of questions 
- Form intensive feedback  
- Helpful repair  
- The usage of scaffolding  
S
k
il
ls
 a
n
d
 s
y
st
em
s 
- To allow students to produce 
right forms  
- To allow students to use the 
L2 
- To offer helpful feedback 
- To provide students with 
exercise in sub-skills 
- To show right answers 
- To use of straight repair  
- The usage of scaffolding 
- Extended teacher opportunities 
- Show questions 
- Teacher echo 
- Explaining requests 
- Form intensive feedback 
 
C
la
ss
ro
o
m
 c
o
n
te
x
t - To allow students to express 
themselves 
- To create a setting 
- To encourage spoken fluency  
- Extended student chances 
- Short teacher turns 
- Minimal repair  
- Content response  
- Referential queries and questions 
- Scaffolding 
- Explanation requirements 
 
Shamispour and Allami (2014) applied Walsh’s (2006) list of interactional features 
related to turn-taking that either supported the scaffolding of learning or resisted it. Their 
research findings show that such interactional may be maximised through increasing wait-time, 
reducing teacher talk and supporting extended learner turns.  
Generally, dialogic interactions are those communications whereby learners ask 
questions, comment on ideas that arise in class, clarify and state opinions, and are given extra 
time for thinking. Learners ask for the support of their teacher who also needs to care for 
learners’ initiatives and be able to use dialogue to provide stability and confirm interchange. 
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The consequences for L2 learning in traditional textbook-orientated classrooms versus those 
that are using ‘modern’ pedagogy, based on social constructivist theory, are acknowledged by 
Tochon (2014) who has demonstrated that students actually acquire the language through 
opportunities to use it for real life purposes in order to make meaning. Similarly, Shamispour 
and Allami (2014) applied Walsh’s (2006) list of interactional features related to turn-taking 
that either supported the scaffolding of learning or resisted it. Their research findings show that 
such interactions are maximised through increasing wait-time, reducing teacher talk and 
supporting extended learner turns. Wait-time refers to “teachers giving adequate time for a 
learner to reply, whereas teacher echo happens when the talk period is stopped as the teacher 
just repeats the learner’s speech and, consequently, acts as a fence to supporting the scaffolding 
dialog or turn-taking opportunity of the dialogic conversation” (O’Neill, 2018, p. 9).   
Table 2.3 below provides a comparison of the influence of dialogic and monologic 
learning settings on learners’ experiences. The comparative features noticeably display the 
limits in monologic learning settings and explain the need for change towards a critical 
pedagogical approach whereby teachers could be transformative intellectuals (Giroux, 1988, 
as cited in O’Neill, 2018), able to be informed in the use of their cognitive and metacognitive 
processes to be able to lead the scaffolding of students’ learning in the best possible means. 
This means that such teachers would be conscious of their thinking processes during a class 
and would be checking the pedagogical dialogue they run so as to make changes to exploit the 
scaffolding of learners’ learning (e.g. extended wait time, modelling, extended learner turn, 
seeking clarification). This reflects the significance of the metalanguage that relates to the 
learning, and the necessity for learners to have learnt this to be able to join and understand the 
teacher talk and related debate (O’Neill, 2018). 
Table 2.3 Comparison between dialogic and monologic teaching practices (Adapted 
form Edwards-Groves, Anstey & Bull, 2014, pp. 81-82) 
Dialogic teaching practices are often 
experienced as: 
Monologic teaching practices are often 
experienced as: 
a learning focused partnership directive compliance relationship 
open, participatory and collaborative a one-way transmission of knowledge 
the typical IRE is disrupted with a 4th turn a typical 3-part IRE structure 
talk is a leverage for deep learning and 
reasoning 
talk for organising students, behaviour and 
resources 
more dynamic, active and activist more static and passive 
process orientated – making learning and 
knowledge public 
knowledge driven – ideas often remain 
invisible 
more students have a voice more students being silent 
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active listening to teachers and peers teacher centred, directed and mediated 
equitable ways of relating hierarchical ways of relating 
shared responsibility for learning students responsible for complying 
more time for students thinking and talking less time for students thinking and talking 
more opportunities for thinking and talking less room for negotiation of meaning 
more time for rehearsing and consolidating 
ideas 
‘on the run’ thinking and articulation of ideas 
students develop from what they are thinking students trying to guess what is in teachers’ 
mind 
students positioned as thinkers, theorises, 
holders of a position 
students positioned as followers of 
instructions and more simply as being correct 
or incorrect 
making learning and thinking and knowledge 
accountable 
making compliance accountable or prioritised 
more open-ended questioning enabling 
reasoning, hypothesising and ‘thinking aloud’ 
questioning for known answers or more 
closed questioning 
divergent ideas accepted and valued having more convergence of ideas 
more democratic more autocratic 
power and agency being dispersed more 
equally 
having power and agency dominated by the 
teacher 
time for talk being more equitable – the ‘floor 
is shared’ 
the floor being generally the province of the 
teacher 
 
2.2.4 Individual differences  
Learning L2 should not only be limited in creating a communicative learning 
environment but also in considering other factors that enhance learning to take place. In fact, 
there are many other vital aspects that are specifically linked to the learners themselves and 
that are a significant factor in learning the L2, including individual differences. Thus, it was 
important for this study to consider learners’ individual differences in terms of learning 
strategies, as the student participants involved in this study belong to a specific sociocultural 
L2 context where English language is a foreign language.  
According to Arı and Deniz (2008), individual differences in students are personal 
differences specific to each learner, and they contain different variables such as intelligence, 
interest, socioeconomic status, background, opinions, gender, aptitude, language learning 
styles, physical features, and personality characters. As a result, not every student learns in the 
same way, and not every method attracts the interest of each learner on an identical level. 
Students who differ in achievement abilities need diverse activities and assignments (Good & 
Brophy, 2008). Therefore, during the lesson time, it is very important for a teacher to use 
different teaching methods and strategies where learners can use different abilities and skills in 
order to create a successful and rich L2 learning environment. Tomlison (2010) has stated that 
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learners’ performance increases when learners’ strengths and special needs are complemented 
by different teaching methods.  
As the L2 education is concerned, researches have shown that learners with a diversity 
in intelligence capabilities can be successful in learning L2 (Lightbown & Spada, 2006). 
Consequently, this leads us to think about what really makes a good EFL learner. Moreover, 
the features of a good language learner could differ from one context to another. In this regard, 
Nunan (2005) summarised these features as autonomy, organization, creativity, and use of 
previous knowledge of languages, including their L1. Similarly, Lightbown and Spada (2006) 
suggested characteristics such as motivation, intellectual abilities, and learning preferences as 
the most important learning variables that should be taken into consideration when attempting 
to create what really makes a good EFL learner. These individual differences are also 
noticeable through learning styles and approaches that L2 learners apply. 
The degree of motivation that EFL learners bring to the classrooms affect their learning 
accomplishment (Brown, 2007). Motivation is considered to be one of the vital affective 
aspects that positively influences language learning. Gardner and et al (1997) described 
language learning stimulation as the “degree to which a specific work or strive to learn the 
language because of a desire to do so and the satisfaction experienced in this activity” (p. 10). 
Similarly, Renandya (2014) claimed that the success of language learning has been credited to 
the learners’ motivation levels. During the process of teaching and learning, motivation plays 
an essential role in increasing learners’ enthusiasm, commitment, and involvement. 
Furthermore, without sufficient motivation, even the brightest learners are unlikely to persist 
long enough to achieve any beneficial language learning improvement (Dornyei, 2001a). 
Therefore, students should keep their motivation during the classroom activities as their 
enthusiasm affects their learning success. In this regard, Dornyei (2001) argued that “teacher 
skills in motivating learners should be seen as central to teaching effectiveness” (p. 116). 
Teachers should observe conditions under which learners obtain language and make changes 
towards creating the best learning situations, or in Dornyei’s (2001) words, “all students are 
motivated to learn under the right conditions, and that you can provide these conditions in your 
classroom” (p. 118).  
Motivation in learning a foreign language is separated into four components: intrinsic, 
extrinsic, instrumental, and integrative motivation. Thus, L2 learners may differ in their 
motivation based on their learning aims and the contexts in which they are studying. 
Additionally, Culhane (2004) stated that instrumental motivation relates to the learner’s main 
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concern for language development, while integrative motivation considers the learner’s 
readiness and interest in encouraging L2 learning through social communications with speakers 
of the L2. In other words, L2 learners would be recognised as instrumentally motivated learners 
if they were seen to learn the L2 with the aim to apply for a better job or to pass examinations.  
Regardless of whether instrumental motivation or integrative motivation have a more 
significant part in L2 learning practice, Cook (2001) reported that integrative motivation was 
viewed as greater and superior to instrumental motivation for guessing the achievement of L2 
learning. If learners appreciate the target culture, they may read literature or exercise the L2 
and thus be able to increase their language abilities. Figure 2.1 illustrates the types of 
motivation involved in learning a foreign language.  
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Figure 2.1: Motivation types in learning a foreign language (L2) (developed for this 
research) 
2.2.5 Clarification of practice and reasons for L1 usage in EFL classes 
A number of studies have been carried out in various EFL contexts around the world, 
which have explored the roles and functions of L1 in L2 classrooms (Al-Nofie, 2010; Cameron, 
2001; Cook, 2005; Nation, 2001; Song, 2009; Tang, 2002). In the following section, some of 
the practical studies of using L1 in EFL classrooms are reviewed. It is significant to note that 
it is quite difficult to classify the functions of each teacher and learner’s use of L1 because it is 
hard to find a specific reason for each use. In this regard, Ferguson (2009) argued that,  
“…switches between L1 and L2 are very often multifunctional, the implication 
being that it is therefore  difficult to allocate a discrete determinate meaning to 
every switch. An issue here also, given the luxuriance of functions identified, is the 
absence of any agreed taxonomy of pedagogic functions, one reason being that, 
given the almost unlimited local meanings generated by code juxtaposition in 
discourse, any such taxonomy would be open-ended” (p.131).  
Motivation types in learning a foreign language (L2) 
   Intrinsic 
Motivation 
Integrative 
Motivation 
Instrumental 
Motivation
  
Extrinsic 
Motivation 
A student learns a language without any external 
encouragement (reward) 
Students learn a language due to a positive feeling 
towards the L2 speakers and wishing to integrate 
into the L2 community 
Students learn a language with a more practical 
purpose, such as applying for a well-paid job or 
achieving higher social status 
Students learn a language, as they believe that 
involvement will result in enjoyable consequences, 
such as reward 
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In EFL classrooms, teachers may resort to L1 for many pedagogical purposes, and 
Ferguson (2009) highlighted that occasional use of L1 served many teaching and learning 
functions related to pedagogical purpose and classroom management. In this regard, Sali 
(2014) surveyed the purposes of teachers’ practice of L1 in three Turkish EFL classrooms using 
observations and interviews. The results showed three primary functions of L1 used by 
teachers: first, pedagogical purposes related to communicating the academic content; second, 
management purposes to set classroom proceedings and interactions efficiently; and finally, 
cultural or social purposes to build up a rapport. This matches Edstrom’s’ (2006) study who 
stated that using L1 could be done in three main situations. First, L1 may apply to expressing 
feelings and building up relationships with learners. Second, using L1 may help learners to 
comprehend target cultures and to describe any connection between language and realities it 
presents. Finally, L1 use may be valuable in classroom management.   
In a similar vein, Song and Andrew (2009) conducted a research in a Chinese context 
to examine teachers’ opinions of the role of L1 in L2 teaching and learning. They adopted 
interviews and observations as collection tools. Their findings show that all teacher participants 
resorted to Chinese (L1) in different situations. Additionally, the core purposes of L1 in the 
observed classes were: explaining language aspects in each paragraph, defining the 
vocabularies’ meanings, and understanding the structure or grammar. The aspects that 
influenced EFL teachers’ practice of L1 were teachers’ L2 capability, learners’ receptivity and 
time limitations.  
Still, researchers’ interpretations about the suitability of different usages of L1 in L2 
classes  are diverse. For instance, Cook (2001) proposed two situations where the EFL teachers 
could use the L1 wisely. First, to express meaning, containing testing the words meaning or 
sentences and clarifying grammar. Second, to organise classrooms including forming exercise, 
communicating with separate learners and keeping discipline, He stated that the L1 might be 
used when “the cost of the L2 is too great” (p. 418). Similarly, Turnbull and Arnett (2002) 
claimed that the L1 was appreciated when used as a means of increasing the contribution to 
help students understand, for example, when checking understanding, emphasising important 
thoughts and opinions, or related terminology, and drawing students’ consideration to what 
they previously know. According to Cook (2001b), teachers use their L1: 
 “To offer a short-cut for giving commands and clarifications, to build up interlinked 
L1 and L2 understanding in the learners' minds, to carry out learning task through 
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cooperative discussion with clasmate learners and to develop L2 events such as code-
switching for later real-life use” (p. 418).  
Another study was done by Pei-Shi (2012) in a Taiwanese context and identified that 
the functions of L1 use were recognised by learners as clarifying compound grammar rubrics 
and complex ideas and defining new vocabulary words. The learners responded that using L1 
in EFL class assisted them to comprehend complex concepts and it decreased anxiety. 
Moreover, the teachers felt they needed to use L1 in classrooms as they claimed that L1 was 
useful in their teaching, particularly to define and explain unfamiliar concepts.  
Learners’ L2 proficiency levels seem to be one of the important reasons for EFL 
teachers’ use of L1 as shown in some studies.  For example, Macaro (2000) found that the most 
important variables in teachers’ attitudes to L1 use is the ability of learners. He claimed that 
low proficient learners generally refuse the exclusive use of L1 in their EFL classrooms. 
Correspondingly, Lo (2015) investigated the role of L1 in an EFL context in Hong Kong. He 
concluded that teachers’ usage of L1 when teaching L2 varied depending on the students’ levels 
of proficiency. In other words, teachers used more L1 when dealing with students who were 
less proficient in the L2 than when dealing with learners who were more proficient. For the 
less proficient learners, L1 was used to develop learners’ metalinguistic awareness, to deal with 
learners, and to clarify the context content. This is in line with a study conducted by Pablo and 
et al (2011), who found that teachers believed that the frequency of their L1 practice varied 
according to the learners` levels of proficiency. They claimed that at foundation levels L1 
(Spanish) was needed more, while at higher levels less use of the L1 was required.  
Al-Nofaie (2010) also examined teachers and learners’ perspectives to applying the 
Arabic language in EFL classes in Saudi Arabia. She concluded that EFL teachers and students 
had optimistic attitudes towards using Arabic in EFL classrooms. Teachers tended to adopt the 
Arabic language with beginners for giving examination instructions, translating new 
vocabulary, and clarifying grammar rules. Regarding learners' perspectives towards the use of 
Arabic in their EFL classrooms, the consequences revealed that most were in favour of its use 
as it provided relax, although they believed that Arabic use should be minimised and only used 
in particular  class situations.    
Another common function of L1 use is to give instructions, and a number of research 
support using L1 in giving instructions for different purposes. For example, Cook (2008) 
indicated that using L1 in giving instructions is helpful. Similarly, a study conducted by Macaro 
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(2001) revealed that L1 could be applied for “giving procedural instructions” (p. 69). 
Additionally, Cameron (2001) stated that some guidelines and instructions might be more 
complicated than activities, so using L1 is reasonable in such cases.  
Another significant purpose for using L1 in L2 classes is to save time. In this regard, 
Turnbull (2001) claimed: “I know from my personal experience that it is tempting to use the 
L1 to save time” (p. 536). Wharton (2007) indeed defined L1 as a “time-saving device” (p. 12). 
Similarly, Shimizu (2006) reported that “time-saving” is one of the principle arguments that 
researchers have identified about using L1 (p. 77).  
Achieving natural communication between teachers and their students and between 
students themselves seems to be another important reason for applying L1 in EFL classrooms. 
According to Nation (2003), it is easier and more communicative to apply L1 in EFL classes 
in order to assist interaction and communication between teachers and learners. He reported 
that learners who discussed L2 tasks using their L1 succeeded more than those who used only 
L2 in their discussions. In line with the study by Nation (2003), Miles (2004) stressed that L1 
might be used in EFL classrooms to break any barriers between teachers and students.  
Moreover, L1 is a useful tool to give feedback and clarify meanings. According to 
Bouangeune (2009), L1 use to give feedback to students supports understanding. When 
teachers are convinced that students have comprehended what is presented to them, they go on 
teaching. If teachers feel that comprehension has not happened, they will have to modify their 
teaching plans. Additionally, Cook (2008) argued that giving feedback in L1 was more real 
and more satisfactory to learners. 
In addition to the above L1 use situations, Cook (2008) highlighted some other L1 
applications in EFL classrooms: “highlighting particular information, switching to a topic 
suitable for one language, changing the speaker’s role, qualifying the topic, reporting someone 
else’s speech and for interjecting” (p. 176).  In another study by Copland and Neokleous (2011), 
their findings indicated that L1 was helpful in positions such as question and answer, markers, 
giving suggestions and thoughts” (p. 171). Jadallah and Hasan (2011) have emphasised the 
following practices of L1 use in EFL classes:  
 “L1 helps learners to be stress-free and gives a sense of security 
 L1 utilisation protects students from feeling frustrated during L2 class time 
 L1 allows teachers to make use of more reliable texts, which consequently provide 
understandable input and faster L2 achievement 
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 L1 is beneficial to maintain communication in L2 classrooms where learners express their 
ideas in both languages” (p. 6). 
 
2.3 Arguments for and against L1 use in EFL classrooms  
2.3.1 Arguments for L1 use in EFL classrooms 
Researchers, teachers, and learners have criticised the monolingual approach. Most of 
the previous studies explored the L1 inclusion in L2 setting revealed that both EFL teachers 
and learners have constructive ideas and attitudes towards its implementation in their 
classrooms.  Researchers reported on the benefits of L1 inclusion and asserted that it could be 
used in certain situations, including for facilitating vocabulary, grammar instructions, 
classroom and behaviour management, checking comprehension, and interaction (Littlewood 
& Yu, 2011; Macaro, 2001; Tian & Wang, 2009). In ths regard, Littlewood and Yu (2011) 
reported that L1 is more than welcomed in L2 classes. Additionally, Tsukamoto and et al (2012) 
argued that the L2-only method not be definitive in supporting language learning.  
This is in line with Cook (2001) who also argued that L1 should be seen as a resource 
and a tool, rather than as something to avoid. Butzkamm (2003) also argued that “the mother 
tongue is the greatest asset people bring to the task of foreign language learning and provides 
a language acquisition support system” (p. 29). In addition, Nation (2003) and Larsen-Freeman 
(2012) declared that L1 should not be rejected from EFL classrooms. Nation (2003) noted that 
the opportunity to use L1 to discuss performance helps the learners to accomplish an advanced 
level of L2 performance. He added that there are numerous means of teaching new L2 
vocabularies, but the translation to L1 is the most effective one. He further advocated using L1 
when the meaning to be carried out in L2 was beyond students ‘competences’, and he believed 
that “a small amount of L1 discussion can help overcome some of the obstacles” (p. 3).  
La Campa and Nassaji (2009) carried out a study on German as a foreign language in 
Canada and to find out real reasons why the two participated teachers used English rather than 
German. They found that interpretation of vocabulary from German to English was one of the 
most popular utilizations of the L1 (English). They also found that L1 was used to link and 
compare the two languages, for classroom management and to give instructions. In addition, 
personal comments and teacher-student interactions were run in L1 rather than in L2.  
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Al-Harbi (2010) claimed that using L1 in the EFL classrooms was a valuable device. 
Consequently, EFL teachers should spectacle the similarities and differences between the 
learners' L1 and L2 languages, particularly for beginning and intermediate learners. 
Furthermore, she pointed out that by utilizing L1 in the L2 classrooms, explicit mistakes could 
be reduced, and the learners might be able to identify and correct themselves when such faults 
occur. However, other studies confirmed the importance of L1 in the comparison between the 
two languages when teaching grammar. For example, Moore (2013) conducted a study in Japan 
that involved EFL students from a college level, which involved observation of L1 use by 
students during the preparation stage leading up to two verbal presentation activities, one in 
the first semester, the other in the second semester. The findings showed that in the second 
task, the quantity of L1 (Japanese) use between the same groups increased due to negotiations 
around use of forms in a content-creation activity.  
Some other researchers trust that using L1 is a helpful teaching tool in EFL classrooms. 
For example, L1 could be used to enhance learners’ understanding and L2 learning (Cook, 
2005; Tang, 2002). Jabbar (2012) argued that L1 could help L2 learners understand new 
vocabularies, clarify problematic grammar points, and provide more explicit guidelines as well 
as recommendations. According to Cook (2005), using L1 in EFL classrooms is part of regular 
communication when both teachers and learners share two languages; therefore, there is no 
reason why learners should not be permitted to make use of their L1 in the EFL classroom. In 
addition, he emphasised that L1 enabled students’ understanding of the resources presented in 
the EFL classrooms, which consequently saved time for both teachers and learners. He added 
that L1 could be used to check word meanings and explain some grammar points.  
In this regard, Nation (2003) explained that using L1 in EFL class was supportive and 
could be used to save class time, to encourage learners and to decrease their anxiety and to 
present the significant differences between L1 and L2.  He added that L1 use helped to make 
classroom instructions and rules clearer to learners and maintained their discipline. 
Similarly, Tang (2002) reported that L1 could be used in low and average proficiency 
levels in EFL classrooms to clarify word meanings, complex ideas, to clarify compound 
grammar points, and to give instructions. Additionally, Alshammari (2011) and Machaal 
(2012) claimed that the L1 usage could increase learners understanding, save class time and 
make the learning process more effective.  
 53 
   
In his study, Samadi (2011) emphasised the roles and benefits of L1 in EFL classrooms 
and mentioned that it could be used to establish a stress-free classroom environment, and for 
managing the classroom, giving instructions, translating new words, and explaining grammar 
points. Some other researchers stated that L1 is valuable to establish communication in 
classrooms. Therefore, students express their ideas in L1 if they could not understand or when 
they want to simplify a word meaning in L2.   
Furthermore, Tian and Macaro (2012) found that a combination of both L1 and L2 helps 
in vocabulary and grammar learning. Similarly, Storch and Wigglesworth (2003) reported that 
allowing learners to use their L1 could help them to achieve and do activities at a compound 
cognitive level. For instance, the L1 would not be used to make the commands and teachers 
instructions understandable and consequently to motivate the communicative value of the task. 
She recommended considering four diverse features in relative to L1 utilisation in the EFL 
classroom:  
 The circumstances under which L1 may be successfully used  
 Teacher translation in EFL classrooms as a valuable practical approach.  
 The L1 usage as a cognitive link to L2 
 “L1 usage in the EFL classroom as most valuable with low proficiency levels and 
beginning students” (p. 23). 
Some researchers have confirmed that avoidance of L1 usage is doubtful especially if 
both teachers and learners share the same first language (Raschka & et al., 2009). Additionally, 
Macaro (2005) claimed that banning the L1 use in EFL classrooms deprives the L2 students of 
a critical communication strategy.  
2.3.2 Arguments against using L1 in EFL classrooms 
A number of researchers and teachers support the L2 usage in class as the merely 
teaching medium and communication. For example, Ellis (2005) stated that one of the central 
values of taught language learning is general L2 involvement, whether inside the class through 
communication and interaction or outside the class by producing chances for learners to make 
use of the L2. In addition, Hall and Cook (2013) claimed that “English is best taught and 
learned without the use of students’ own language(s)” (p. 7).  
According to Ellis (2005), teachers who overuse their students’ L1 prevent their 
learners from accessing a critical language practice in which students try to learn about what is 
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being conducted in their EFL classrooms. Pan and Pan (2010) also stated that using (L1) in 
EFL classrooms contexts is often criticised for its possible interfering with the acquisition of 
the L2. Moreover, Turnbull (2001) asserted that learners do not yield when teachers depend 
extensively on using learners’ L1, principally when the L2 teacher is the only linguistic 
accessible model and the core source of L2 input. He further stated that the L1 might be adopted 
only to assist learners’ L2 learning process and teachers may use the learners’ L1 only to 
guarantee the learners’ understanding of grammatical rules or new terms. 
In EFL teaching contexts, teachers are guided to maximise the L2 usage and practice, 
but this does not essentially mean that L1 should be fully banned. In this regard, Turnbull 
(2001) suggested that the “use of L1 and L2 should be seen as complementary” (p. 535). 
Similarly, Levine (2003) also supported ‘maximising’ L2 usage and at the same time allowing 
L1 for educationally sound purposes (p.343). Moreover, Meiring and Norman (2002) suggested 
that the “priority must be to establish the benefit of pupil use of target language and ways of 
maximising it” (p. 29). 
Some other researchers consider that the L1 usage in EFL classrooms negatively affects 
learners’ successes and ability in L2, because of the skills they learn in classes. In this regards, 
Sharma, (2006) stated that the rationale for using only L2 in the classroom was that “the more 
students are exposed to English, the more quickly they will learn; as they hear and use English, 
they will internalize it to begin to think in English; the only way they will learn it is if they are 
forced to use it” (p. 80). Additionally, for some other researchers, the use of L1 is considered 
to be a barrier that stops students from obtaining the appreciated input in L2 classrooms (Ellis, 
2005; Mahadeo, 2006; Tsao, 2001 ). 
In a similar study, Nation (2003) stated that if the classroom was the only place for 
learners to drill and exercise the L2, it would be better to have the maximism of L2 input in the 
class. He made some recommendations including role play activities and games to overcome 
this problem. In addition, aiming to enhance and maximize L2 input, he suggested that teachers 
should use a task that meets the learners’ abilities and proficiency levels to encourage them to 
participate in the class discussion using L2. 
Similarly, Sipra (2007) suggested the following recommendations to encourage L2 use: 
he advised that the EFL teachers should select suitable resources for learners according to their 
proficiency levels and they should prepare warm-up activities for students. Moreover, he added 
that teachers should encourage learners to become better English speakers by assigning 
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speaking based assignments including making interviews and voice recorded reports.  He 
further suggested that teachers use some activities related to daily routine practices aiming to  
simplify the L2 comprehension. In this regard, Cook (2001) identified three essential values of 
the L2 use: 
 The learning of L2 should be through maximum exposure to it. 
 Active learning includes the separation and distinction between L1 and L2. 
 The significance of L2 being taught through its repeated use. 
 
2.4 Perspectives towards the L1 use   
2.4.1 Teachers perspectives towards the L1 use  
As previously mentioned, many studies have been carried out to explore using the first 
language (L1) in English language classrooms in varied EFL settings around the world. In the 
following sections, studies that have relevance to this study are discussed. These studies are 
categorized into two parts: first, earlier studies that have focused on teachers’ perspectives on 
using L1 in different languages contexts and, second, a review of former studies about learners’ 
insights on the use of L1 in diverse language contexts.  
In a study conducted by Kovacic and Kirinic (2011) examined teachers and learners’ 
perspectives on using Croatian (L1) in English classrooms in Croatia. They investigated 
whether the first language should be utilised in L2 classrooms or whether it should be banned. 
The findings show that both teachers and learners agreed that the Croatian (L1) could be used 
judiciously in the L2 classroom to support specific learning functions. The study findings also 
revealed that most participants agreed that Croatian use was necessary for explaining difficult 
concepts and ideas, clarifying grammar points and in speaking activities.  
In a similar study carried out in Japan, McMillan and Rivers (2011) conducted a study 
on 29 native speakers teaching English in one of the Japanese university, adopting a 
questionnaire concerning their observations of the use of learners’ L1 in an English-only policy 
institute. They found that L1 could simplify communication and support understanding in EFL 
classrooms. They also found that the EFL teachers with a less proficient in learners’ first 
language had affirmative attitudes about applying it in their classrooms. In line with this study, 
Isamil (2011) reported that native speaking EFL teachers held constructive perspectives for 
applying learners’ L1 more than the non-native speaking teachers.  
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In an another similar study, Hidayati (2012) investigated teachers’ perspectives by 
conducting a study on the use of Bahasa Indonesia. Her study concluded with results show that 
when the teachers used a more and more of the Bahasa (L1), the degree of student 
communication and class interaction was higher. In the Chinese context, Tang (2002) carried 
out a similar study using interviews and classroom observation for data collection. The results 
showed that L1 was used by the majority of participating teachers and their learners. Moreover, 
he found that L1 (Chinese) was used for two main reasons: effectiveness and because it was 
less time-consuming.  
   Macaro (2000) mentioned a number of studies that reported the following findings 
regarding EFL teachers’ perceptions:  
 Teachers find L1 is helpful for many teaching functions including explaining 
grammar rubrics, building a relationship with learners, clarifying instructions and for 
classroom management. 
 Many teachers supported the idea of using L1 in teaching and learning L2  
 The majority of teachers considered L2 to be the dominant language in EFL 
classrooms 
 Learners’ age and L2 proficiency were found as the key reasons of teachers’ L1 
utilisation in EFL classrooms.  
 
2.4.2 Students’ perspectives towards the L1 use  
            A number of researchers investigated learners' perceptions towards using L1 in their 
EFL classrooms (Ahmad, 2009; Carson & Kashihara, 2012; Levine, 2003; Mahmoudi & 
Amirkhiz, 2011; Pablo & et al., 2011 ). This section aims to identify learners’ perceptions about 
using L1 from different EFL background contexts. According to Vanichakorn (2009), learners’ 
attitudes towards L1 use play an important role in their EFL learning. Consequently, 
investigating learners’ perceptions and comparing the similarity between learners’ and 
teachers’ perceptions regarding the practice of L1 in the L2 classrooms should be taken into 
account (Nazary, 2008).  
Most studies showed that students generally supported L1 use in EFL classrooms for 
different purposes. For example, Levine (2003) conducted a study on the attitudes of university 
learners and teachers concerning the practice of L1 and L2 languages. His participants were 
learners of German, Spanish, and French. The participants were either native speakers of 
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English or bilingual speakers. The findings showed that both teachers and learners frequently 
used the L1 to argue about class homework, and for class management.  
Sharma (2006) conducted a similar study involving the L1 usage in English classrooms 
settings for secondary school students in Nepal. He applied classroom observation of four 
teachers and questionnaire answers of one hundred learners and twenty secondary school EFL 
teachers. Participants responded that they agree to occasional utilization of learners’ L1 in the 
English classrooms for several aims: to clarify grammar rubrics, to create a close rapport 
between learners and their teachers and to simplify the meaning of ambiguous vocabulary 
words.  
Huang (2006) explored learners’ opinions towards using L1 in the Taiwanese EFL 
context. He found that learners believed that their teachers should make use of the L1 to explain 
grammar for a better understanding. Students also believed that the L1 usage should be 25% of 
class time and consequently, the L2 (English) should be used for the rest of class time. 
Participant learners also liked their teachers to apply L1 for class brainstorming ideas and 
clarifying problematic conceptions.  
Another study conducted by Saito and Ebsworth (2004) explored learners’ perceptions 
towards L1 usage in English classrooms among Japanese learners. The findings indicated that 
learners believed that using their L1 (Japanese) was beneficial to them. Most of them preferred 
to have Japanese teachers who could understand and speak to them and would be able to clarify 
concepts and terms in L1 (Japanese).   
Carson and Kashihara (2012) and Ahmad (2009) conducted their studies on the role of 
L1 in teaching the English language in Malaysia. They tried to identify students’ preferences 
regarding the use of their L1 in English as FFL classrooms. In both studies, a questionnaire 
completed by the students attending a communication course in English permitted the 
investigators to determine the main positions where students considered the use of their L1 to 
be required. These are checking for comprehension, clarifying challenging ideas, and defining 
new vocabulary words. Learners also reported that teachers’ translating between L1 and L2 
languages makes them feel less lost, tense, and more comfortable during class time. In addition, 
Carson and Kashihara’s (2012) study emphasised the relationship between students’ ability and 
the need of L1 as a supportive learning tool. Also, L1 was found to be valuable in building a 
relationship, particularly with low proficiency learners. According to Macaro (2005), using L1 
helps with “avoidance of input modification” (p. 72). He stressed that L1 could be adopted to 
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build personal relationships with learners and in teaching grammar.  Ahmad’s (2009) findings 
showed that using L1 by EFL teachers could help learners to carry out exercises effectively 
and understand new vocabularies, as well as any problematic concepts related to grammar. His 
study also stressed the fact that translation between the two languages should be seen as a 
strategy but not as a teaching method.   
On the other hand, findings from relevent studies mainly focused on learners’ 
perceptions have revealed different views. For example, Nazary (2008) conducted a study in 
an Iranian setting. The findings showed that learners in different proficiency levels were 
reluctant to use their L1 in the EFL context and preferred to be exposed to the L2 only. 
Similarly, the results of a similar study undertaken by Mahmoudi and Amirkhiz (2011) in Iran, 
revealed that both low proficient and highly proficient learners did not want their L1 (Persian) 
to be used in their L2 classrooms as they both supported L2 to be the dominant language used. 
2.5. Studies on the Arabic language use in EFL contexts  
English is exclusively used as an instruction language in classroom setups where 
English is taught as a foreign language (Ahmad & et al., 2018). Various current researches 
have been conducted to determine effects of using Arabic in the EFL classroom. One of the 
core debates that have been apparent around the acquisition of second language is the use of 
first language in learning and teaching the target language. This controversial concern has 
resulted in the development of various supporting and opposing arguments. Recent studies have 
asserted that virtual position redirects a lot of attention at exclusive use of the target language 
and can only be learned through the use of L1. For research about maximal position, it has been 
argued that foreign languages can only be learned through the utilization of the foreign 
language itself despite a few instances of structured references that are permitted. The optimal 
position, on the contrary, supports judicious utilization of the native language.  
 There have been multiple arguments against the use of English in the EFL classroom 
(Al-Ta’ani, 2019). One of the basis arguments is that the use of L1 to enhance EFL learning is 
that it prevents the learners from learning the new language (Ahmad & et al., 2018). Advocates 
of this position argue that the EFL classroom setup is the only place where the learners can get 
exposed to the second language (Alrabah & et al.,2016). Consequently, proponents of 
monolingual approach tend to argue that the process is very similar to the learning process of 
the second language (Alshehri, 2017). They are, therefore, attributed to success in the 
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enhancement of proficiency in the second language. They also assert that teachers who utilize 
L1 tend to deprive the learners on their chance of receiving input in the foreign language.  
 However, results from further studies have been conducted to evaluate this notion have 
proved that the use of L1 has facilitative effects in the L2 teaching (Al-Ta’ani, 2019). If applied 
judiciously and systematically, these studies have suggested that the use of L1 in the EFL 
classroom setup has more advantages and disadvantages. In retrospect to that, supporters of 
bilingual approach have shared psychological and cognitive reasons behind the use of L1 in 
the EFL classroom environment (Ahmad & et al., 2018). Their perceptions lies on the basic 
assumption that the use of native language removes the underlying psychological barriers 
between the learners’ brains and the foreign language being provided to them thereby helping 
them getting rid of the anxiety that is associated with the acquisition of the foreign language.   
 The review of current research shows strong arguments in favor of native language and 
suggests its usefulness as a mediating and cognitive tool in learning and teaching a foreign 
language (Ahmad & et al., 2018). The use of L1 is further acknowledged as a significant 
cognitive tool for conveying tasks that are considered to be linguistically and cognitively 
complex. In addition, researchers supporting the use of L1 in the EFL classroom context argue 
that there is no substantial evidence suggesting that restricting the use of L1 could necessarily 
improve the L2 learning efficiency of the students (Alshehri, 2017). Hence, code-switching in 
teaching L2 is highly proposes in relation to the pedagogical objectives.  
 Using L1 in the EFL teaching and learning is gaining a lot of significances as presented 
by recent studies. Learners and teachers consider the use of mother tongue as a productive, 
mediating tool that negotiates and necessitates the learning and teaching process. Researchers 
have gone a step further and enlist a wide range of purposeful uses of native language in the 
EFL classroom set up (Al-Ta’ani, 2019). These uses include and are not limited to presenting 
grammatical rules, explaining errors, giving feedback and maintaining discipline within the 
classroom. Moreover, current studies have investigated the reasons why students switch to L1 
in the EFL classroom contexts. For instance, some researches have indicated that a majority of 
Arab students would switch to L1 when they are not able to express their ideas or views in 
English (Alrabah & et al., 2016). Likewise, the overall purpose of the learners to use L1 is for 
interpersonal interaction and ensuring that there is focused attention on vocabulary and 
grammar. Other learners would choose to apply L1 because they are not motivated to 
communicate in the second language or generally not proficient in it.   
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 In summary, these studies relate to the Omani context that is being investigated in this 
study because they provide detailed explanation about the use of Arabic language to aid the 
teaching of English language. The studies offer a summary of both opposing and supporting 
views by researchers thereby providing the concerned stakeholders with a chance of either 
choosing to support or oppose the use of L1 in EFL classroom context. Moreover, these studies 
relate to the Omani context because it provides an overview of the role of mother tongue in 
either aiding or limiting the proficiency of the students in the acquisition of L2. The fact that a 
majority of these researches sheds light on the role of L1 in as far as the learning and teaching 
of a foreign language also implies that they relate to the Omani context that this thesis trues to 
investigate.  
Using the Arabic language in EFL classrooms has captured some researchers’ attention. 
Most of these conducted studies focused mainly on researching the attitudes either of the 
teachers or students, or on the quantity and frequency of L1 use in L2 classrooms in primary 
schools or college levels. Only little research was done on why teachers and learners tend to 
use the Arabic language in EFL classrooms. In what follows, earlier studies conducted within 
the Arabic context are first discussed and then the studies carried out within the Omani context 
are reviewed.  
According to Al Sharaeai (2012), students were more likely to use Arabic in English 
classrooms if their classmates talk to them in Arabic. Other learners use their L1 to find out the 
meaning of new words and concepts. Moreover, students’ use of Arabic in English lessons is 
also associated with the need to feel connected to one’s mother tongue. Other reasons included: 
learners’ use of Arabic in English classrooms to comprehend instructions, to understand 
complicated grammar points, to ask for clarification, to understand difficult concepts, for 
remembering new words, and for communicating with other students in group work. Moreover, 
students used Arabic until such time that they have learned enough English for short 
communications with their teachers and classmates. Sometimes, learners faced difficulties and 
made use of Arabic to seek the help of their classmates. The use of Arabic in this situation 
helped in increasing students' knowledge, and it was also an example of using what was known 
to progress and acquire what was challenging and new. He added that the Arabic language was 
applied in the EFL classes to explain new points. Additionally, students used their mother 
tongue to chat with fellow students about overall and individual issues that were not related to 
academics. Similarly, the use of Arabic to talk about personal matters during English lessons 
 61 
   
was common. When students could not find an English alternative to an Arabic word, they 
resorted to their first language.  
Teachers’ make use of Arabic language in EFL lessons has been linked to the need to 
aid comprehension and the need to make students feel comfortable and confident (Shuchi & 
Islam, 2016). Further, teachers’ use of their L1 (Arabic) is associated with the need to establish 
rapport with the learners. Using Arabic is aimed at managing behavioural problems in 
classrooms. Also, teachers use Arabic because it is less time-consuming. Moreover, teachers 
use Arabic when they want to give instructions, to explain difficult concepts, to make fun, to 
establish whether students have understood concepts taught, to explain difficult grammatical 
points, to define new grammar words, and to conduct small group discussions.  
Salah and Farrah (2012) explored the attitudes held by teachers and learners towards 
the use of Arabic in the primary EFL classrooms. Findings from their study showed that 
teachers preferred using Arabic to interpret nonconcrete words. Additionally, the mother 
tongue usage in EFL lessons was influenced by the age of the teachers. More specifically, 
highly experienced teachers did not use their first language while the newly employed ones 
frequently did. Gender-wise, male teachers and learners were more expected to use Arabic in 
English lessons than their female counterparts. Lastly, students with low ability in English were 
more inclined to use Arabic in classrooms.  
It is worth noting that teachers’ and learners’ perspectives towards the use of Arabic 
language in L2 classrooms have been reported to be positive (Al-Nofaie, 2010). Teachers 
agreed that the use of Arabic in English lessons was useful in teaching grammar, because 
students had difficulty understanding English language terminologies. They also believed that 
some words were better explained to students using Arabic rather than the English language. 
Both students and teachers further believed that Arabic was valuable for giving exam advices 
and guidelines. This might have been because the use of Arabic reduced exam anxiety. In 
addition, students found Arabic useful in the translation of new words. They also found it easier 
to learn English by contrasting it with their first language.  
The study conducted by Sipra (2013) in a Saudi university using questionnaires, 
interviews, and classroom observation as data collection tools, found that Arabic (L1) 
occasionally appeared to perform the following purposes: explaining new terminology, giving 
instructions, and clarifying grammar rules. Making fun in the classroom was also reported to 
be the another important reason to use L1 in Sipra’s study. Alshammari (2011) did a 
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quantitative questionnaire study concerning the Arabic language usage in EFL classes in Saudi 
Arabia. The outcomes shown that 61% of the learners and 69% of the teachers who joined in 
the study thought that the use of learners’ L1 (Arabic) in the EFL classroom was required. 
Another study done by Khassawaneh (2011) investigated university learners’ perspectives on 
the use of Arabic language in Jordan. Its findings indicated that participants’ perspectives on 
applying Arabic were positive. Similarly, Bhooth and et al (2014) conducted a study to explore 
learners’ attitudes about Arabic language use in Yemeni EFL classrooms. The findings show 
that learners believed that the Arabic language used served the EFL pedagogy in many ways, 
including enhancing learning, to discuss complex ideas and difficult aspects about L2 
(English). Similar functions were also found in a study done by Alrabah and et al (2016) in 
Kuwait. They used a questionnaire to find out how teachers used L1 (Arabic) in EFL 
classrooms. The reported findings claimed that L1 was utilised for classroom management, 
managing class discipline and recording learners’ attendance. Additionally, teachers claimed 
that they used Arabic to explain the meaning of unfamiliar L2 terms and to compare the 
grammatical rules of the two languages.  
            Within the Egyptian context, a study undertaken by Waer (2012) examined the 
relationship between using L1 (Arabic) and L2 (English) in different L2 classroom contexts. 
She adopted both conversational analysis and a corpus linguistics approach, which helped to 
provide a deeper understanding of discourse in EFL classrooms. The study showed that the use 
of the L1 (Arabic) can simplify L2 classroom interaction and could offer a more comprehensive 
understanding of L2 classroom practice. The results suggested that L1 use had a facilitative 
role in EFL classroom communications. 
2.6. Studies on the Arabic language use in Oman and research gap 
            Teaching of English Language in Oman has been growing rapidly over the recent years. 
The language has been introduced in the country’s education system to furnish the learners 
with one of the international languages that is used widely in various parts of the world. The 
rationale is in addition to the learners’ first language and under which knowledge can be 
acquired and humanity served. Ever since, English language has been growing rapidly at 
relatively faster pace in the educational institutions and has subsequently become one of the 
compulsory subjects at the school level. Teachers of EFL can be classified basing on their 
teaching limitations and approaches. Studies have proved that even though some teachers from 
English speaking countries are being deployed in Oman to teach English, very few of them can 
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use bilingual strategies in their teaching practices. Hence, the non-native EFL teachers have 
become the special focus of the contemporary present studies. These teachers have been 
working in Oman since the introduction of English into the educational system.  
 There are glaring research gaps on the students’ and teachers’ perceptions about the use 
of Arabic language (L1) in EFL classrooms. Despite the significance of the subject, very few 
researchers have gone to engage in such research. Even though some studies have tried to 
investigate the beliefs that students and teachers have about the use of Arabic, no 
comprehensive is yet to be made available regarding the use of Arabic language in the Oman 
EFL context, involving both students and teachers. Therefore, part of the main purposes of this 
study is to address and fill that gap by investigating the phenomenon holistically. It tries to 
investigate the various perceptions regarding the use of Arabic language (L1) in the Oman EFL 
classroom context.  
Although there is a wealth of research on the use of the first language (L1) in EFL 
classrooms, only very few studies have been conducted that explore the role of Arabic language 
in an Omani EFL context (Alawi, 2008; Al-Buraiki, 2008; Al-Hadhrami, 2008; AI-Hinai, 2006; 
Al-Jadidi, 2009; AI-Shidhani, 2009). Moreover, these studies have either adopted quantitative 
or qualitative research methods data collection tools. Additionally, they have focused on either 
teachers or students as participants in elementary schools or tertiary education. To the 
researcher’s best knowledge, there is no study that explores teachers’ and students’ perceptions 
towards the use of Arabic in grades 11-12 EFL classrooms in Oman.  Moreover, these studies 
focused on either teachers or students as research participants. For instance, AI-Hinai (2006) 
investigated EFL elementary schools teachers’ perceptions on Arabic language practice in their 
classrooms through a quantitative study. He concluded that the Arabic language was frequently 
used in all EFL classrooms. He also reported that teachers attribute this widespread use to the 
learners' low proficiency in English.  
Alawi (2008) conducted another quantitative study and used a questionnaire to explore 
five EFL teachers' use of Arabic during their L2 elementary classrooms in Oman. He found 
that while some teachers used Arabic extensively, others avoided it completely. Nevertheless, 
the majority of teachers in this study agreed that the use of Arabic had some benefits in the 
EFL classrooms. In another study, Al-Hadhrami (2008) surveyed grade 5 elementary schools 
EFL teachers in Oman aiming to examine how Arabic might affected English learning. He 
collected his data through interviews and found that teachers primarily utilised Arabic language 
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to translate new terms, concepts, and ideas. The EFL teachers also used Arabic to give 
commands and for classroom management.  
Al-Buraiki (2008) conducted a similar study on six elementary EFL teachers’ 
perspectives towards Arabic language usage in EFL classrooms. The data was collected 
through observation, interviews, and a questionnaire. The outcomes showed that teachers often 
used the Arabic language to give advices and clarify new ideas and vocabulary. Similarly, AI-
Shidhani (2009) carried out another quantitative study to establish the EFL teachers' views 
concerning Arabic usage in EFL classrooms. He reported that while the teachers felt that the 
use of Arabic in communicative classes went in contradiction of the principles of the 
communicative approach, their students still expected them to make use of some Arabic 
language, which created a central misunderstanding for the students.  
Al-Jadidi (2009) conducted another study on teaching English as an EFL in tertiary 
level in Oman. The study mainly aimed to find out what the benefits and disadvantages were 
of using Arabic in English classrooms and about the ‘only English' approach practices in Omani 
tertiary levels. The findings showed that using Arabic language in the EFL classroom has many 
benefits in relation to competence, clarifying difficult meanings, supporting classroom 
management and producing a sense of community. Both teachers and learners believed that 
Arabic was essential at the foundation stages and that the capability to speak both Arabic and 
English was helpful for teachers. 
This gap in the literature in the context of Oman has motivated the researcher to explore 
the reasons behind using Arabic (L1) in grades 11-12 EFL classrooms from the perspectives of 
both teachers and their learners in both male and female schools in four different governorates 
in Oman. This study attempts to fill a gap in the existing literature by exploring EFL teachers’ 
and students’ perceptions of using Arabic in grades 11-12 EFL classooms. This includes why 
and for what purposes EFL teachers in particular and their students in Oman tend to use the 
Arabic language in their EFL classrooms. Moreover, in what pedagogical contexts do they tend 
to use the Arabic language, how do learners understand the underlying relationship between 
the motivation to learn the English language and their practices in the classrooms, and also, are 
there any contradictions between teachers’ and students’ perceptions and practices in the 
classrooms? This research aims to explore this phenomenon in depth and fill this gap adopting 
a mixed methods research approach composed of questionnaires, classroom observations, and 
semi-structured interviews as data collection instruments. 
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2.7 Theoretical  framework  
             Findings from the exploration of students’ and teachers’ perspectives on the use of 
Arabic language in grades 11-12 EFL classrooms in Oman will be interpreted using four 
frameworks. This section details the conceptual framework underpinning the theories and 
concepts of the pedagogical knowledge and practices of EFL teaching and implementation. 
This framework helps as a guide to understand the different aspects of this study. As Figure 
2.2 below indicates, there are four elements to be discussed as part of the theoretical framework 
for this study. These include: 
2.7.1 Sociocultural Theory (SCT)  
Sociocultural theory provides specific effective framework for conducting a critical 
evaluation of the role that L1 plays in the acquisition of L2. The theory’s core inquiry is on the 
question of how language tends to mediate human activity on both the interpsychological and 
intrapsychological planes (Wu, 2018). According to socioculturalists, mother tongue is 
essential and generally indispensable semiotic device that assists in mediating the learning 
process (Wu, 2018). Consequently, this justification is based on the general tenet that language 
which is a cultural artefact is the fundamental cognitive tool that provides a platform for 
organizing and regulating human thinking. A qualitative leap is usually encountered when the 
regulation language that specific languages serve shifts from intermental to intramental 
functioning. At that point, the language can assist in meditating the higher mental function of 
an individual like organization and focusing attention (Wu, 2018). Thus, it could be claimed 
that in the event of learning a foreign language, an individual would never return to the 
immediate world of objects or even repeat his or her past linguistic developments, but rather 
capitalizes on L1 as the core mediator between the world of objects and the L2. Nonetheless, 
this theoretical complementary utilization of native language in enhancing EFL teaching and 
learning conflicts with the underlying belief that language teaching should be fully based on 
the second language in some approaches. The distinction depends on the aspect of whether the 
rational is inductive or deductive in nature (Wu, 2018). Generally speaking, sociocultural 
theory acts as a lens that enables us to go back to the drawing board and redress the use of 
native language not just an easy route, but to importantly serve as a way in which teachers and 
learners can mediate thought and language, abstract concepts, understand complex academic 
languages, conduct challenging tasks, and vent emotions.  
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2.7.2 Individual differences  
 Researches on individual differences have considerable history in the context of applied 
linguistics. Difference in L2 learners has changed significantly over the recent years (Skehan, 
2014). There is a marked change in the labels that are being utilised to refer to individual 
differences. These changes are generally evolutionary rather than revolutionary (Skehan, 
2014). They reflect on the on the radical shift in the manner in which students are perceived. 
Change in perspective in recent decades offer a basis for reflecting on the development of the 
role of individual difference in research about applied linguistics. Initially, the core focus was 
on give a platform for choosing which learners should receive instructions through foreign 
language. However, up to this point, the main objective of individual difference research is to 
predict students who can succeed. Interest regarding individual differences has grown 
significantly since the 1970s to the extent where it has become an important aspect of enquiry 
about second language (Skehan, 2014). Studies about individual differences has been taking 
place separate and alongside the mainstream of research about the acquisition of L2 (Skehan, 
2014). One of the reasons that explain this is that differential and universal approaches have 
distinct approaches. Therefore, tasks that researchers are facing must offer the basis for 
identifying what motivates the learners selectively and at the same time the involved 
psycholinguistic processes.  
2.7.3 Motivation  
 Motivation is inherently a multifaceted construct with a wide range of components such 
as behavior, attitude, interest, desire and need (Buendía & Martin, 2018). Also, there is an 
underlying meaning behind the term motivation that has been defined and studies by many 
researchers. There are many ways of defining motivation both in psychology and in education. 
Some researchers think that motivation is a combination of the students’ willingness, desires 
and attitude in a bid to learn a second language (Buendía & Martin, 2018). Generally speaking, 
it is considered as one of the core success and failure reasons in learning second language. 
There is no doubt that motivation is a vital element in learning a second language. It is widely 
known that a majority of learners take L2 teachings because of external factors like passing 
their exams. However, motivation remains an important aspect that makes learning institutions 
a place that is inclusive and a place where students are trained to live in the current century. 
That means that in the context of teaching a second language, teachers should be motivated to 
teach their students for the purpose of tomorrow (Buendía & Martin, 2018). They should use 
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all means possible including the use of L1 to facilitate EFL teaching where necessary. There 
are various interrelated elements of motivation including effort, persistence and action. In an 
ideal society, innate curiosity is sufficient to make the students willing to learn. In such a case, 
the learning experience that they get serves as a constant source of intrinsic pleasure. Teachers 
play significant roles in motivating their students towards learning a foreign language. For 
instance, they create realistic beliefs amongst the students, they make the curriculum to be 
generally relevant to the students, they increase goal-orientedness of the students, and enhance 
the language-related attitudes and values amongst the learners. Studies in relation to extrinsic 
motivation tend to review decisions by teachers to use incentives and rewards (Buendía & 
Martin, 2018). That is despite the fact that the use of rewards has been very controversial with 
past researches showing that extrinsic rewards are generally avoided because they undermine 
the associated intrinsic interests. 
2.7.4 Classroom Interactional Competence (CIC) 
 Classroom interaction competence has been identified by some researchers as the 
ability of the learners and teachers to interact and capitalize on that as the foundation for aiding 
and meditating teaching (Walsh, 2014). The idea of CIC has been developed basing on the 
ideas that relate to the interaction in learning another language. It is important for teachers to 
develop their understanding of CIC for their individual contexts and at the same time practice 
the features that they believe are common in many contexts. For instance, teachers should 
practice how to shape the contributions of the learners, align language use to pedagogic goals, 
and create learning space (Walsh, 2014). Teachers tend to demonstrate their ability to apply 
CIC through their underlying abilities to use language that is appropriate to the classroom 
mode. Language use by teachers might include going a step further to use L1 and incorporate 
pedagogic goals altogether. In retrospect to that, learners need space to contribute in their L2 
learning processes (Walsh, 2014). This can be attained by increasing waiting time, enhancing 
learner turns, and reducing teacher echo. Such spaces that in most cases tend to include the use 
of L1 to promote the teaching of L2 will always maximize the potential of available learning 
opportunities within the classroom. Comprehensive research has proved that the use of L1 in 
EFL classroom contexts is critical in promoting the ability of teachers to shape the 
contributions of the students by scaffolding, seeking clarification, or repairing students’ input 
(Walsh, 2014). This is importantly essential in providing the learners with space of forming 
their opinions and consequently expressing them when they feel free.  
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Figure 2.2: Conceptual framework of this study (developed for this research) 
Throughout the literature review chapter, the researcher has surveyed a number of 
related studies that researched the L1 usage in different EFL contexts around the world. 
Undoubtedly, L1 has its gratitude in EFL the classroom. A number of reasons lead teachers to 
resort to learners’ L1 and even allow their learners to use L1.  
The perceptions of teachers and learners differ in relation to the use of L1 in English language 
teaching. Some researchers have studied the perspectives of EFL learners (Afzal, 2012; Carson 
& Kashihara, 2012; Huang, 2006; Mahmoudi & Amirkhiz, 2011; Pablo & et al., 2011; Saito & 
Ebsworth, 2004) and others studied the perspectives of EFL teachers (Cianflone, 2009; 
Kovacic & Kirinic, 2011;  McMillan & Rivers, 2011). Another group studied both learners and 
teachers (Al-Nofaie, 2010; Al Sharaeai, 2012; Khassawaneh, 2011; Levine, 2003; Salah & 
Farrah, 2012; Sharma, 2006; Shuchi & Islam, 2016; Sipra, 2013). However, only a few studies 
have been done on Arab EFL learners and teachers’ perceptions of using Arabic (L1) in EFL 
classrooms (Afzal, 2012; Al Sharaeai, 2012; Aqel, 2006; Mohamed 2007;  Sipra, 2013). Table 
2.4  below summarises the key studies on L1 use in EFL classrooms in different EFL contexts, 
including Oman. 
L2 language 
pedagogy and L1 in 
Omani grades 11-12 
EFL classes
Classroom 
Interactional 
Competence 
Teachers’ and 
students’ perceptions 
and views
Motivation 
Pedagogical change 
from traditional to 
contemporary 
approaches to EFL 
pedagogy
Sociocultural Theory 
Ministry of Education
Policy and School 
Curriculum and 
Assessment 
Individual 
differences 
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Table 2.4: Summary of previous studies of purposes of L1 use in L2 classrooms 
Study Contexts Purposes of L1 use 
Tang (2002) China Explaining meanings of words, giving instructions  
Sharma (2006) Nepal 
Clarifying the meaning of ambiguous vocabulary 
words, to create a close relationship between learners 
and their teachers and to explain grammar rubrics.  
AI-Hinai (2006) Oman 
The Arabic language was widely used in all EFL 
classrooms with low proficiency learners.  
Huang (2006) Taiwan 
To explain grammar and for brainstorming ideas and 
clarifying difficult concepts. 
Mohamed (2007) Egypt 
For instructions, communication, and explaining 
difficult concepts.  
Alawi (2008) Oman 
Teachers in this study agree that the use of Arabic had 
some benefits in EFL classrooms. 
Al-Hadhrami 
(2008) 
Oman 
Arabic was used to translate new ideas, concepts, and 
new words. 
Al-Buraiki (2008) Oman 
Arabic was used to explain new concepts and 
vocabulary and to give instructions   
AI-Shidhani 
(2009) 
Oman 
Learners expected teachers  to use some Arabic. 
Al-Jadidi (2009) Oman 
Arabic has many benefits in relation to competence, 
assigning difficult meanings that cannot otherwise be 
taught, producing a sense of community, and 
supporting classroom management. 
La Campa & 
Nassaji (2009) 
Canada 
L1 was used to link L1 and L2, for classroom 
management and to give advices and instructions. 
McMillan and 
Turnbull (2009) 
Canada 
To check students’ comprehension; and to explain new 
or difficult words or concepts. 
McMillan and 
Rivers (2011) 
Japan 
L1 could facilitate communication and support 
comprehension in EFL classrooms, and help low 
proficient learners. 
Kovacic and 
Kirinic (2011) 
Croatia 
Explaining difficult concepts and ideas, clarifying 
grammar points and in doing speaking activities. 
Alshammari 
(2011) 
Saudi 
Arabia 
61% of the learners and 69% of the teachers believed 
that the use of learners’ L1 (Arabic) in the classroom 
was desirable. 
Afzal (2012) Iran Assisting learners to obtain new vocabulary.  
Carson and 
Kashihara (2012) 
Malaysia 
Makes learners feel less lost, tense, and more 
comfortable during the class time, and L1 was found to 
be valuable in building a relationship, particularly with 
low proficiency learners. 
Al Sharaeai 
(2012) 
Saudi 
Arabia 
To comprehend instructions, to understand complicated 
grammar points, to ask for clarification, to understand 
difficult concepts, for remembering new words, and for 
communicating with other students in group work. 
Hidayati (2012) Indonesian 
Learners found to be less lost throughout class with a 
common familiar language, they were able to 
communicate, understand and participate in class 
exercises.  
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Sipra (2013) 
Saudi 
Arabia 
Giving instructions, and explaining new vocabulary.  
Moore (2013) Japan Task control and for teaching and learning roles. 
Bhooth, Azman 
and Ismail (2014) 
Yemen 
Clarification from classmates and teachers; checking 
for understanding; carrying out-group work; giving 
individual assistance. 
Lo (2015) Hong Kong 
Classroom management; content transmission; social 
or effective purposes. 
Alrabah & et al. 
(2016) 
Kuwait 
Utilised for classroom management, managing class 
discipline and recording learners’ attendance. 
Shuchi and Islam 
(2016) 
Bangladesh 
and Saudi 
Arabia 
To explain difficult concepts and complex grammar 
points and to explain abstract vocabulary items to 
help students comprehend everything clearly and 
lucidly, and to make students feel more comfortable 
and confident; it also helps to establish rapport with the 
students. 
Enama (2016) Cameroon 
L1 is an effective scaffolding tool in the EFL 
classroom in Cameroon. 
Shabir (2017) Australia 
The partial use of L1 is not unnecessary and has 
positive effects in certain activities. 
 
2.8 Chapter summary 
In this chapter, the researcher reviewed the literature of different studies that have 
explored L1 use in EFL classrooms in different contexts around the world. The first part 
introduced the topic and the aims of this study. The second part of this chapter presented a 
number of related EFL teaching and learning issues: including teaching methods, L1 use from 
a sociocultural theory point of view, and classroom interactional competence as an important 
issue in the teaching and learning context. The ongoing theoretical and practical opinions for 
and against L1 usage in L2 teaching was also discussed, including reasons behind the use of 
L1 and whether it should be excluded from EFL classrooms. This chapter has further provided 
explanations for the inclusion of L1 in EFL classrooms.  
The findings of previous studies indicate that there has not been a complete elimination 
of learners’ language, especially in classrooms where teachers and learners share the same L1. 
Most studies have suggested that L1 has an essential role in EFL classrooms (Cook, 2002; 
Cummins, 2009; Littlewood & Yu, 2011; Machaal, 2012; Storch & Wigglesworth, 2003). The 
reviewed literature supports/emphasises the idea that EFL teachers should use the L1 in their 
classroom to simplify the L2 learning practice for their students. L1 serves various functions 
in EFL classrooms that include: dealing with grammar and new vocabulary words, classroom 
management, clarifying instructions related to class activities, feedback, and exams. Afzal 
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(2012) conducted a study in Iran to investigate learners’ perceptions on the consequence of L1 
use on passive and active vocabulary. The outcomes indicated that using L1 (Persian) 
equivalents and the English (L2) explanations assisted learners to obtain the new vocabularies 
and add to their active terms rather than to their passive one.  
The reasons that EFL teachers may use L1 differ according to learners’ L2 proficiency 
levels. It seems that learners with lower levels of proficiency need more L1, and gradually the 
L1 use is reduced when moving towards the higher levels. However, the reviewed literature 
has also highlighted that teachers should not overuse L1 in their EFL classes because this might 
distract learners from valuable L2 input.  
The reviewed literature has indicated that a considerable number of teachers and 
learners think that using a reasonable amount of L1 simplifies L2 learning. They have also 
reported that L1 is needed in certain situations such as creating a stress-free learning 
environment, motivating learners, and dealing with personal issues during class time. Looking 
at the above-conducted studies, many have mainly focused on L1 use in general or on teachers’ 
uses and perspectives of using the L1 in EFL classrooms.  
Chapter Three describes this study’s methodology including the mixed methods 
approach to collect data and its rationale and process that have led to its eligibility and the 
logical underpinning of this study. It also clarifies the issues close to validity, reliability, and 
ethical clearance concerns. Lastly, the procedures of data gathering and analysis are clearly 
defined, including sampling and participants’ recruitment, classroom observation recording, 
interviewing, and analysis of the data. 
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CHAPTER 3: RESEARCH METHODOLOGY 
  
3.1 Introduction 
This chapter describes and outlines the research methodology applied in this study and 
its rationale for exploring teachers and students’ perspectives on the use of Arabic language in 
grades 11-12 EFL classrooms in Oman. This chapter starts with the research paradigm. Then 
it describes the research participants, including sampling and recruitment procedures. Then, to 
gain a better understanding of the research topic, the chapter goes on to describe the three 
primary data collection tools consisting of questionnaires, classroom observations and semi-
structured interviews. This chapter also outlines complete descriptions of data analysis 
approaches and ethical considerations. Furthermore, the procedures for validity and credibility 
of the obtained data information are carefully considered. Finally, the chapter completes with 
a momentary outline of the limitations, followed by a summary. 
3.2 The pilot study  
A pilot study was done just before the actual research was conducted, to decrease bias 
and make sure that the chosen data collection instruments were ready to be implemented.  
According to Bryman (2012), all of the research instruments should be pre-tested before 
applying them to the actual study. Cohen and et al (2011) argued that it is essential to validate 
the tools and questions asked in each data collection instrument before conducting the real 
research, which helps to check them and to increase the validity and reliability of the research.  
In this research, the pilot study was carried out in February 2016 in Oman. Two grades 
11-12 male and female schools were nominated to do the piloting development phase. These 
schools were from Al Dakhliya as one of the  governorates that will be later targeted in the 
main study. After contacting two schools’ principals who then agreed to host and do the piloting 
stage in their schools, the researcher met four EFL teachers and four grade 11-12 students from 
the two schools in Oman and briefed them about the research topic and aims. They were very 
kind and keen to help in the piloting stage in their schools. The participants were approached 
on the basis of their availability and readiness and  nominated using a convenience sampling 
technique (Johnson & Christensen, 2012). The pilot study participants received invitation 
letters showing that their participation in the research was totally voluntary and they could if 
they chose to withdraw at any time without any consequences. Students were sent another letter 
written in Arabic asking them to participate if they chose to.  
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The piloting phase particularly aimed to check the comprehensibilty and cosistency of 
the questions and establish the degree to which respondents ould interact with questionnares. 
The piloting test questionnares were written in a simple language that can be easily understood 
by particiapnts to avoid any sort of misinterpretation. The researcher translated the students' 
questionnaire into the Arabic language. The aim was to check these data collection instruments 
for any ambiguities, unclear instructions, understanding of the items and word meaning, 
suitability and ease of the instruments, questions’ relevance, and any other essential and 
unexpected issues that might affect the running of the real research later in the contributing 
schools. 
The final drafts of the data collection tools included two forms of questionnaire made 
ready to be tested. Hard copies of the  questionnaires were circulated to four teachers and four 
students in school 1 and school 2 respectively. According to Dornyei (2003), questionnaire 
piloting or 'field testing' is a fundamental part of the whole research process. Cohen and et al 
(2007) said that there are two kinds of piloting: the first one is interested in the arrangement 
and coverage of the questionnaire, and the second one deals with the type of data collected 
from the questionnaire.  
It was agreed to collect the finished questionnaires within two working days. Thus, 
eight questionnaires were received from the participants after completion. The pilot study came 
up with the following feedback. First, participants almost tried all the questions without 
reporting any remarkable difficulties in understanding the items, questions, or instructions.  
The feedback recievd showed some errors in open-ended questions including the need 
to provide more space to write their response  to the question ‘should Arabic be used in English 
language classrooms? why?’.  Moreover, in teachers’ questionnaire there was a minor missing 
in part one including information about teachers’ nationality. Also, question 5 in the teachers’ 
questionnaire was reported to be a bit long and wordy. A student further mentioned that the 
Arabic translation of statement 13 was not clear.   
The piloting questionniars and their prelminary outcomes were send  to the supervisors. 
The feedback  from the two supervisors was clear and useful. They both found that there were 
some kind of inconsistencies in the questionnairs items and changes should be accordingly 
done. They also suggested that open-ended questions should be modified and to add more space 
for free ‘other’ comments. All the findings of the questionnaire pilot study were later used to 
rebuild the real research questionnaires.   
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In piloting the observation checklist, the researcher observed one classroom to check 
out the usability of the observation checklist and at the same time to become familiar with 
classroom practices. The researcher found it challenging to observe students while doing 
group-work and to trace their Arabic use. Therefore, the researcher modified the checklist to 
include two main headings: why teachers use Arabic and when students use Arabic. Under 
each of these headings, the researcher  recorded the frequency of Arabic use by teachers and 
students.   
The semi-structured interviews were tested by interviewing two teachers and two 
students in the two piloting schools. The piloting of the interviews aimed at checking the clarity 
of the interview questions and to make sure they were understandable. The participants 
(teachers and students) were given a hard copy of the questions and asked to read the questions 
carefully. After looking at the questions, they were interviewed separately. These interviews 
aimed to check the interview questions regarding clearance, understanding, time, checking the 
voice recording, and getting the experience of interviewing participants. However, after 
transcribing the interviews, the researcher  realised that some of the semi-structured interview 
teachers’ questions should be modified to make them clearer. For example, question number 3 
(“When do you think that Arabic language use and English language use can play an important 
role in L2 classes? Why?”) was found to be not specific and was consequently changed to “Are 
there any particular activities in which you consider the use of Arabic essential? Also, question 
4 of the teachers’ interview list (“If you use Arabic, why do you use it? Under what conditions? 
Are there any particular activities in which you consider the use of Arabic essential?”) was 
found to be too general and contained more than one question. After piloting, it was changed 
to a new question: “Can you give examples of when you use the Arabic language yourself in 
the EFL classroom?”.  The student interview questions list was found to be clear, and no 
modification was done. 
The pilot study exposed that the questionnaires distribution in class would be the only 
possible option. Accordingly, the questionnaires modification was done to include open-ended 
questions in order to ensure the maximum related data is produced. Using a purely quantitative 
research method would not be productive and at the same time, a qualitative methodology by 
itself would not include learners. The mixture of both quantitative and qualitative methods 
would be the best suited to the purposes of this study. 
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3.3 A research paradigm  
To gain answers to the research questions mentioned above, it was vital to adopt the 
most appropriate research paradigm, which could lead the different aspects of the research, 
such as data collection tools, data analysis procedures and sampling strategies. The pilot study 
results showed that teachers needed more than closed-ended questions to elaborate on their 
views and perceptions. Teachers reported that questionnaires alone did not give the opportunity 
to use their own words to clearly write what they thought was vital to them as EFL teachers. 
Similarly, when the researcher tried only a qualitative approach, he noticed that learners did 
not say much about their own perceptions towards using Arabic in their EFL classrooms and 
preferred multiple choices and open-ended questions.  
A decision was taken to adopt a pragmatic mixed methods research approach, which 
combines both quantitative and qualitative methods in a sequential explanatory design, 
whereby both collection and analysis of quantitative data was carried out followed by gathering 
and analysis of qualitative data. The decision of adopting a mixed method research based on 
the pilot study feedback and by similar studies conducted in the field in different parts of the 
EFL context in the world. Additionally, the nature of the present study also influenced the 
adaptation of the mixed methods research. Questionnaires, semi-structured interviews and class 
observation were adopted to address the research questions in a good way. The purpose of such 
design is to use qualitative results to support the explanation and understanding of the findings 
of a quantitative phase (Creswell, 2009). Mixing these two types of data collection methods 
allows improvement of the credibility and the reliability of the results. If only one method is 
used in collecting data, the truth may not be reflected in the results (Cohen & et al., 2007). 
Dörnyei (2007) stated that collecting data through mixed methods, as used in the social 
sciences, would “boost the development of theory” (p. 43). Figure 3.1 displays the stages 
needed in the practice of adopting mixed methods within this study. 
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Figure 3.1. Steps in the process of conducting mixed methods research (Amended from 
Creswell et.al. 2011 pp. 83-85)  
3.4 Why mixed methods research? 
               Mixed methods research (MMR), as a research design, has many definitions in the 
literature (Johnson & et al., 2007). Creswell (2009) describes mixed method research as a study 
that includes the collecting and analysis of qualitative and quantitative data in a particular 
study. The data, which might be collected concurrently or sequentially, are given priority and 
it includes the mixing of the data at one or more phases in the procedure of the research. Kemper 
and et al (2003) defined mixed methods scheme as a technique that comprises both qualitative 
and quantitative data gathering and analysis in equivalent practice (simultaneous mixed method 
design in which two procedures of data are composed and analyzed sequentially). Bazely 
(2003) described mixed methods research as the usage of mixed data (numerical and text) and 
different instruments (statistics and analysis), but utilising the same technique. It is the kind of 
research, in which the investigator practices a quantitative research model for one stage of a 
study and a qualitative research pattern for another stage of that study (see Figure 3.2 next).  
STEP 1
Decide if mixed methods research is 
possible
STEP 7
Write the report of one or two 
phase studies 
STEP 5 
Collect quantitative and 
qualitative data
STEP 6 
Analyse data separately or 
concurrently 
STEP 2
Find a rationale for a mixed 
methods study 
STEP 3 
Find a data collection way and 
type of design
STEP 4
Develop quantitative and 
qualitative research questions 
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     Figure 3.2 Mixed methods research design (Developed for this research) 
             The mixed method approach, according to Creswell (2009), enables the researcher to 
collect qualitative input to clarify and extend quantitative consequences. Additionally, the 
qualitative method should improve and clarify the statistical outcomes by exploring 
participants' beliefs in detail (Robson, 2011).  Sale, Lohfeld and Brazil (2002) explained why 
both quantitative and qualitative research approaches should be joined together: 
            “Both approaches can be combined because they share the goal of understanding the 
world in which we live. They share a unified logic, and the same rules of inference 
apply to both. A combination of both approaches provides a variety of perspectives 
from which a particular phenomenon can be studied, and they share a common 
commitment to understanding and to improve the human condition, a common goal of 
disseminating knowledge for practical use. Both approaches provide for cross-
validation or triangulation-combing two or more theories or sources of data to study 
the same phenomenon in order to gain a complete understanding of that phenomenon 
(interdependence of the research methods) and they also provide for the achievement 
of complementary results by using the strengths of one method to enhance the other 
(independence of research methods)” (p. 46). 
             In this study, an explanatory sequential design is applied. The explanatory sequential 
design is a two-phase mixed methods design (see Figure 3.3) where the qualitative data helps 
to clarify the primary quantitative data outcomes (Creswell, 2009). In an explanatory sequential 
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design, the researcher primarily collects and analyses quantitative (QUAN) data, and then the 
results inform the qualitative (qual) data collection and analysis (Creswell, 2009). 
 
Figure 3.3 Explanatory sequential design (Adopted from Creswell 2009 pp. 209-210)  
In the explanatory sequential research design, the priority is given to the quantitative 
data during both the collection and interpretation phases (Creswell, 2003). The explanatory 
design is described by the collection and analysis of the quantitative data (in this case the 
questionnaire) followed by the collection and analysis of the qualitative data (observations and 
semi-structured interviews) to get a full picture of the whole classroom practices. The 
integration occurs between the phases, whereby the quantitative consequences assist in 
explaining the qualitative data. The integration has happened during data analysis when the 
quantitative data from the questionnaire were used to develop the observation checklist and 
semi-structured interview questions (Creswell & et al., 2011). The explanatory design is seen 
as also being able to improve the quality and reliability of the research results. Table 3.1 offers 
an overview of the data collection steps linked to the research stated questions. 
 
 
 
 
 
 
 
 
 
 
 
Quantitative  Data
(Questionnaire)
Qualitative data
(Observation & semi-
structured interviews)
Interpretation 
grounded in
QUAN           qual 
results 
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Table 3.1. Overview of the data collection stages (Developed for this research purposes) 
Stages Stage 1 Stage 2          Stage 3 
 
 
          Data collection tools  
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          Research Questions  1, 2, 3, 4 3, 4 1, 2, 3, 4 
1 To what extent do teachers and learners 
believe that the Arabic language should 
be used in the teaching of English in 
Omani EFL classrooms?  
 
X 
 
 X 
2 What are the contexts in which teachers 
use Arabic in Omani EFL, and why?  X X  X 
3 What are the contexts in which students 
use Arabic in Omani EFL classrooms, 
and why?  
X    X 
4 To what extent does teachers’ use of the 
Arabic language as L1 in practice 
support or hinder students’ learning of 
English?   
 X X 
 
3.5 Sample size and participants  
            As this research aims to explore the use of Arabic language in grades 11-12 EFL 
classrooms in Oman, it was necessary to seek out the perceptions of both EFL teachers and 
their learners. This research was carried out including two groups of participants: EFL teachers  
and their learners in grades 11-12 EFL classrooms in eight different schools in Oman. The 
study was conducted in four different governorates: Al Dakhliya, Al Dhaharah, Al Sharqiah 
North, and Muscat (see Figure 3.4). The choice of these four governorates was due to many 
reasons such as the variety of locations, number of schools, participants and accessibility. The 
different locations of the selected governorates allowed the researcher to visit and meet teachers 
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and students of different educational backgrounds, qualifications, nationalities and EFL 
teaching classroom experiences. 
             There were 50 teacher participants: 23 male and 27 female EFL teachers from Oman, 
Egypt and Tunisia.  The student participants were 233 Omani students of average age of 17 
years: 115 male and 118 female in grades 11-12 from eight different schools in four different 
governorates  in Oman.: All the participants speak Arabic language as a mother tongue. 
 
Figure 3.4 Governorates involved in the study [Adopted from deposit Photos (2018) 
https://depositphotos.com/vector-images/muscat-oman.html] 
 
3.6 Sampling 
In this research, a convenience sampling was adopted for selecting schools and 
participants. According to Johnson and Christensen (2012), researchers can adopt convenience 
sampling when they include in their sample participants who are available or who volunteer, 
who can be quickly recruited, and who are willing to participate in the research study. 
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Contributors are selected as respondents and should become accessible and available at the 
time of data gathering (Cohen & et al., 2011).  
 Thus, with regard to EFL teachers and students’ sampling, the researcher adopted the 
following steps: 
 Grades 11-12 EFL teachers.  
 Teachers from different educational backgrounds, teaching experiences and 
nationalities to allow for comparisons to be made. 
 Teachers who agreed to participate in the questionnaire, and also agreed to later be 
observed in their classrooms, were interviewed. 
Regarding students’ sampling, two concerns were considered: 
 Students from grades 11- 12 classrooms who agreed to answer the questionnaire.  
 Six students from amongst those who agreed to participate in the questionnaire to be 
interviewed later.  
3.7 Participants’ recruitment 
The participants were strictly English language teachers and their grades 11-12 male 
and female students. All participants were given an information sheet outlining the nature of 
the research, aims, and assurances regarding confidentiality and anonymity, which also clearly 
stated that participants had the right to extract at any stage from the research. Upon agreeing to 
participate, all participants were handed a consent form to be read and signed. The participants’ 
recruitment went through the following procedures: 
 The researcher applied for an official letter from the Technical Office for Studies and 
Development (TOSD), which is part of the Ministry of Education in Oman. 
 An official letter was issued by the TOSD, Ministry of Education, and sent to the eight 
schools principals, seeking their permission providing all the necessary information about 
the researcher, topic, targeted participants, schools’ principals’ roles and researcher’ roles.   
 Invitation letters for both teachers’ and students’ parents (written in Arabic) were prepared 
and sent to participants (see Appendix 1). 
 Consent forms were sent to all participants before data collection started, justifying the 
research topic and explaining their rights. I emphasised the key concepts of 
confidentiality, anonymity and freedom to withdraw at any time of their choice whether 
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that be before, during or after the study has taken place, and I assured them that the data 
collected in this research were used only for the stated research purposes.  
3.8 Research instruments  
As previously specified, the key aim of this study was to explore teachers’ and students’ 
perspectives on the use of Arabic language in grades 11-12 EFL classrooms in Oman. To 
answer the stated research questions and to gain a deep understanding the reasons and functions 
of L1 usage in L2 classrooms, the researcher combined both quantitative and qualitative 
methods, as part of a mixed methods research paradigm using three research instruments. The 
researcher made use of questionnaires, classroom observations, and semi-structured interviews 
for data collection purposes to provide both concrete and meaningful data sets with the aim of 
analysing the teachers and students’ perceptions on the use of Arabic language in EFL 
classrooms in Oman. Each of these three instruments is discussed below. 
3.8.1 Questionnaires  
In the quantitative phase, the research design included data collection and statistical 
analysis to confirm the results from the qualitative phase. During the quantitative phase data 
were derived from both teachers’ and learners’ questionnaires and classroom observations. 
Using questionnaires can offer an indication of patterns amongst large populations (Kendall, 
2008). According to Dornyei (2003), “the main attraction of questionnaires is their 
unprecedented efficiency regarding (a) researcher time, (b) researcher effort, and (c) financial 
resources” (p. 9). Bryman (2012) noted that applying a questionnaire is easy, has no effect on 
the researcher, and is appropriate for the contributors. 
 For this research, there are two forms of questionnaires used: one for the EFL teachers 
and the other one for students in grades 11-12, with the aim of collecting primary data about 
teachers’ and learners’ perspectives on the use of Arabic language in grades 11-12 EFL 
classrooms in Oman. These questionnaires had the same 16 close-ended questions, but the 
teachers’ questionnaire had 4 open-ended questions while the students’ had three different 
close-ended questions. In both questionnaires, the researcher adopted a five-point Likert scale 
measurement, which, according to Dornyei (2007), is often used in applied linguistic research 
studies and is considered to be trustworthy. The five-point Likert scale was utilised consisting 
of 1= strongly disagree, 2= disagree, 3= not sure, 4= agree and 5= strongly agree. The five-
point Likert scale was put at the top of each page to prompt all contributors about the size scale 
and thus to avoid misperceptions.  
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The two forms of questionnaires were prepared and distributed for the collection of 
primary data. Therefore, the researcher selected two schools/classes/teachers from each 
governorate to participate in both the teachers’ and students’ questionnaires. The researcher 
conducted the questionnaires from September 2016 to November 2016.  
3.8.1.1 The EFL teachers’ questionnaire  
Aiming to explore teachers’ perceptions on using Arabic in grades11-12 EFL 
classrooms, 50 questionnaires were circulated to 50 male (23) and female (27) EFL teachers, 
all of whom share the same mother tongue (Arabic) and worked for eight different schools at 
four different governorates in Oman (two schools from each governorate). 
The teachers’ questionnaire was distributed into three separate parts (see Appendix 2). 
The first section was designed to provide background information related to gender, 
governorate, nationality and length of teaching experience within the limits of privacy of the 
participants. The second section asked a set of questions in the form of three open-ended 
questions, which aimed to explore teachers’ perspectives. The third section provided 16 closed-
ended questions with the aim of seeking details on participants’ perceptions regarding the use 
of Arabic as a medium of instruction tool by indicating their opinions using a five-point Likert 
scale. The teacher participants’ questionnaire composition is illustrated in Table 3.2. 
Table 3.2: Composition of the EFL teachers’ questionnaire  
Parts Themes Questions 
Surveyed 
community 
Part 1 1. Background information 4 questions 
50 EFL teachers 
from 8 grades 
11-12 schools in  
4 different 
governorates 
 
Part 2 
2. Participants’ perceptions 
about using Arabic in EFL 
classrooms in Oman 
3 open-ended questions 
Part 3 
a) Reasons for using Arabic in 
EFL classrooms 
7 closed-ended 
questions 
b) Pedagogical situations/    
contexts in which EFL 
teachers choose to use Arabic 
6 closed-ended 
questions 
c) Pedagogical contexts in which 
students tend to use Arabic in 
their EFL classrooms 
3 closed-ended 
questions 
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3.8.1.2 The students’ questionnaire 
             The students’ questionnaire was translated into Arabic by the researcher to make sure 
that all students could answer the questions easily. The questionnaire contained three parts (see 
Appendix 3): the first part aimed to elicit information about their gender, class, and the 
governorates where their schools were located in Oman. The second part consisted of three 
five-point Likert scale items aimed at finding students’ perceptions, for example if they thought 
that Arabic should be used and whether they preferred their teacher to use it in EFL classes. 
The third part provided details about participants’ perceptions through the use of five-point 
Likert scale items answering 16 closed-ended questions. The students’ questionnaire 
composition is showed in Table 3.3 below. 
Table 3.3 Composition of the students’ questionnaire 
Parts Themes Questions 
Surveyed 
community 
Part 1 Background information 3  questions 
240 students 
from 8 grades 
11-12 schools 
in 4 different 
governorates 
 
Part 2 Students’ perceptions about 
using Arabic in EFL 
classrooms in Oman 
3 closed-ended questions 
Part 3 
a) Functions  of Arabic usage in 
EFL classrooms 
7 closed-ended questions 
b) Pedagogical situations/    
contexts in which EFL 
teachers choose to use Arabic 
6 closed-ended questions 
c) Pedagogical contexts in which 
students tend to use Arabic in 
their EFL classrooms 
3 closed-ended questions 
 
Regarding conducting the questionnaires process, the following procedures were 
adopted to administer the questionnaires effectively: 
 The researcher started visiting the schools from September to November 2016. 
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 The researcher made sure that school principals and teachers had received the consent 
letters as previously mentioned in section 3.4.2. 
 Permission from school principals and targeted EFL teachers was obtained. 
 The researcher visited the participating schools on four different days (the researcher 
spent a day in each school on the first visit). 
 The researcher explained the purpose of the questionnaires and made sure that teachers 
fully understood the aims and procedures (reminding teachers of the consent letters sent 
earlier).  
 Questionnaires were distributed in envelopes to make sure that participants’ put them 
back inside the envelope after filling them out and these were later given to the 
researcher. 
 The researcher circulated the questionnaires to all participating teachers (50) and asked 
them kindly to distribute the students’ questionnaires in their classrooms. 
 The teachers and students were given five working days to answer the questionnaires 
before giving them back to the researcher by hand during the next visit. 
 All 50 teachers’ questionnaires were given back on time, but only 233 out of 240 
students’ questionnaires were received. 
 SPSS software was utilised for the questionnaires’ quantitative data analysis purposes. 
3.8.3 Classroom observation  
The second data collection tool in the quantitative phase was the classroom observation. 
This tool aimed to explore teachers’ and students’ practices and to check which language they 
were using by addressing instances and practices that might be part of EFL classrooms and 
under what pedagogical circumstances. The instrument allowed for the monitoring of teaching 
practices that occurred in the EFL classrooms. Also, observation allowed the researcher to 
analyse across classrooms to gain some clarification of the situations where Arabic was used, 
while the focused interviews allowed for clarification of the reasons why. Cowie (2009) 
described observation as a procedure of testing in detail and noticing the behaviours of 
participants in a regular context intentionally. Observation allows the researcher to access real 
situation evidence rather than relying on ‘second-hand accounts’ (Cohen & et al., 2007). 
Observation provides the researcher with a rich understanding of the research phenomenon 
under investigation. It helps with collecting detailed data about the sample being studied in its 
natural context.  
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According to Flick (2009), there are two different styles of class observation, non-
participant observation and participant observation. Non-participant observation involves the 
researcher observing without being an active member in the field, and he/she should not 
interfere with regular practices. By contrast, participant observation permits the researcher to 
join in the area with the participants and take part in their activities and actions. As the 
researcher is not a member in the observation, there is no impact on the contributors and no 
directing of their thoughts, which is according to Robson (2011), believed to be one of the key 
strengths of this form of observation.  
In this research, the researcher has adopted non-participant observation, where there 
was no interference during the lesson by the researcher, who aimed to explore the purposes and 
contextual functions of both EFL teachers and students using the Arabic language. This class 
observation type was applied in the present research to recognise the frequency of Arabic 
language used by EFL teachers and their students, and the purposes for that use, by using class 
checklists and field notes. The class observation sessions were conducted during the period 
from February to March 2017. The researcher observed six EFL classrooms/teachers (three 
male and three female) from two different governorates: Al Dhaharah and Al Dakhliya (three 
schools/teachers from each governorate) (see Table 3.4).  
Table 3.4: Summary of observed classes and teachers in six schools (Anonymised names) 
 
Governorates 
 
Schools 
 
Teachers 
 
Gender 
      Al Dhaharah 
School 1 (T1) Male 
School 2 (T2) Male 
School 3 (T3) Male 
       Al Dakhliya 
School 4 (T4) Female 
School 6 (T6) Female 
School 5 (T5) 
Female 
 
For this research, the researcher carried out, in as natural a setting as possible, six 
sequenced classroom observation sessions. The duration of the class observations was almost 
the same in length (i.e. each class was observed for about 40 minutes) to improve the 
consistency of gathered data. In total, the researcher observed six EFL classrooms (three males 
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and three females) lasting 240 minutes in total, and focusing on the primary classrooms 
practices, for as Creswell (2012) suggested, when conducting observation only essential things 
need to be noted.  The observation data were collected through a combination of a structured 
checklist, hand-writing field notes and audio recording. 
The classroom observation checklist was designed based on the literature reviewed in 
Chapter 2, and based on both teachers’ and students’ questionnaire results (quantitative phase), 
by concentrating on the contextual situations where both teachers and their learners tend to use 
Arabic in the EFL classrooms. The checklist was designed and created to make it more suitable 
to the EFL context in Oman regarding items included, and with a layout on one page. The 
design helped the researcher to quickly tick and point out the events where teachers and 
students tended to use Arabic throughout the lesson. Also, the layout of the checklist paper 
permitted the researcher to look at the items concerned easily. The checklist had three main 
sections (see Appendix 6): the first one focused on general information and included school 
name, teacher name, date of observation, classroom observed and time. The second part aimed 
to capture any possible usage of Arabic by teachers consisting of different items (8 events), 
grounded on the outcomes of the questionnaire. This part included the following items: give 
instructions, check comprehension, explain new words, explain grammar, joke and parsing, 
give feedback, discuss assignments, and error correction. The last part was about how often 
students used Arabic in certain pedagogical situations (5 items). It included these statements: 
ask teacher for clarification when participating in the class activities with classmates to discuss 
the instructions and feedback, speaking with classmates about personal issues, and speaking 
with classmates in group-work activities.  As mentioned, the role of the researcher was passive 
as the researcher adopted a non-participant observer technique. The researcher’s primary role 
was to tick the events whenever teachers and students shifted to Arabic language, and to put 
ticks beside the right categories in the observation checklist. In the students’ part, for example, 
the researcher mark any Arabic use by learners regrdless the length and counted as one time,  
and then the total of frequencies of students’ Arabic usage throughout the classroom time is 
counted. The researcher had to tick the appropriate frequencies from the given categories 
accordingly whenever students shifted to the Arabic language. Also, the category other was 
included under both teacher and student parts to provide room for any relevant aspects that 
were not mentioned in the checklist items. After the class observation, the researcher rewrote 
the notes in more clear and readable copies to make the whole checklist paper ready to be used 
later for analysis stage (see Appendix 6).   
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3.8.3.1Class observation procedures  
Regarding the process of observation administration, as previously mentioned, the 
researcher conducted the classroom observation after the questionnaire stage to find out why 
and where both teachers and their students tended to use the Arabic language. The observation 
was administered following these steps: 
 The researcher started visiting schools in February and March 2017. 
 The researcher explained the purposes of the classroom observation and ensured that 
teachers fully understood the observation aims and procedures (reminding teachers of 
the consent letters that had been sent before).  
 Permission from school principals and targeted EFL teachers was given. 
 The researcher conducted the class observation located at the back of the classroom. 
3.8.4 Semi-structured interviews  
The third data collection instrument in this research involved semi-structured 
interviews. As previously mentioned, this tool aims to use qualitative results to support the 
explanation and understanding of the findings of a quantitative (questionnaires and classroom 
observations).  
Thus, teachers and learners’ perceptions were examined qualitatively through face-to-
face semi-structured interviews to reveal their opinions about using Arabic in their grades 11-
12 EFL classrooms. According to Dawson (2002), semi-structured interviews have been 
identified as the most suitable interview type for educational research. Using face-to-face 
interviews supports to form a link between the researcher and the participants, which 
contributes to getting a deeper understanding of the participants’ thoughts and answers and it 
permits the researcher to ask questions and make connections (Creswell, 2009).  
Based on the issues found in the questionnaires and classroom observations, the semi-
structured interviews aimed to give the participants a chance to elaborate their opinions about, 
and their experiences in, using Arabic in EFL classrooms. The interview questions were 
formulated to understand what are the educational reasons teachers have to shift to Arabic 
while teaching L2, why it is necessary/not necessary and in what situations. The semi-
structured interviews were carried out in the period between May and June 2017. With regards 
to participants’ gender, an effort was made to have a balanced gender representation of 
participants. Therefore, three male and three female EFL teachers and three male and three 
female students were selected from the observed classrooms to participate in the semi-
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structured interviews (see Table 3.5). The reason behind interviewing the same participants 
from the six observed classrooms was to find out whether or not their perceptions were reliable 
with their practice. To this end, there were two forms of interview questions: teachers’ 
interview questions and students’ interview questions.  
Table 3.5: Teacher and student participants in the semi-structured interviews  
 
Governorates 
 
Schools 
 
Teachers 
 
Students 
 
Gender 
      Al Dhaharah 
School 1 (T1) (S1) Male 
School 2 (T2) (S2) Male 
School 3 (T3) (S3) Male 
       Al Dakhliya 
School 4 (T4) (S4) Female 
School 5 (T5) (S5) Female 
School 6 (T6) (S6) Female 
 
The semi-structured interviews with the ELF teachers contained the following 
questions: 
 Why (or why not) do you use Arabic in your EFL classrooms? Would you explain, 
please? 
 The use of learners’ first language (Arabic) should be excluded from English 
language classrooms. Do you agree? Why? 
 Are there any particular tasks in which you consider the use of Arabic essential? 
 Do you think using the Arabic language can facilitate English language learning? 
How? 
 Do you allow/encourage the use of Arabic in your EFL classes? Why? 
 What do you usually do when your learners do not comprehend what you are saying 
in English? 
            The semi-structured interviews with students cover the following questions: 
 Do you use Arabic in your English classrooms? 
 What do you think of using Arabic in your English classroom? 
 90 
   
 For which skills do you make use of Arabic most? Why? 
 Should teachers whenever necessary use Arabic language? Why? 
 What do you think of teachers using Arabic in your English classrooms? 
 Does Arabic help you to learn English? How? 
According to Harvey (2011), there is no explicit agreement about the suitable length of 
interviews. In the researcher’s case, the conversations lasted between 20-40 minutes. A digital 
recorder was used to keep an accurate record of the data collected from these interviews and to 
avoid any loss of data. Having audio-recorded the interviews allows the researcher to go back 
to them from time to time and to get a deeper understanding of the content of the interview. All 
the six teachers (male and females) agreed to be audio-recorded and accepted that the 
interviews were conducted in English. With regards to students’ interviews questions, they 
were conducted in Arabic to make sure students understood the questions and consequently 
could answer appropriately. The researcher also used a small notebook to write down any notes 
and important issues during the interviews. The researcher transcribed the data immediately 
after each interview to maintain accurate data for the later analysis. All the recordings were 
moved to Microsoft Word documents without any language, syntax or grammar modification. 
              Regarding conducting the semi-structured interviews, the following procedures were 
adopted: 
 The researcher started visiting the schools in May and June 2017. 
 He contacted school principals and EFL teachers in the targeted schools (chosen based 
on classroom observation done before) seeking permission.  
 The arrangement included date, time and place of interviews in the schools preferred 
by interviewees, in an attempt to create friendly visits. 
 The researcher reassured the participants about confidentiality and reminded them of 
the consent letters they had signed.  
 The researcher explained the topic and aims of the interviews and how they would be 
conducted in each school. 
 The interviews were all conducted separately in a room of the participants’ choice.  
 Before the interviews started, the researcher gave each participant a copy of the semi-
structured interview questions.  
 All the interviews were audio-recorded. 
 Complete transcriptions of the interviews were done for analysis purposes.   
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3.9 Data analysis methods  
According to Best (2012), the purpose of data analysis is to gather the data collected in 
a significant way to produce a clarification, permit explanation and allow suitable 
interpretations to be drawn. After collecting all needed data from the field, it was time to 
commence the data analysis. As previously mentioned, the data in this research were gathered 
from three sources: questionnaires, classroom observations and semi-structured interviews, all 
of which were aimed at exploring teachers’ and students’ perspectives on the use of Arabic 
language in grades 11-12 EFL classrooms in Oman. Thus, the data set that the researcher 
collected for this research contained the following: 
 50 EFL teacher questionnaires 
 233 grades 11-12 EFL student questionnaires 
 6 EFL class observation data, along with the researcher’s handwritten field notes  
 Six semi-structured interviews with 6 EFL teachers (from the six observed classrooms) 
 Six semi-structured interviews with six students (from the six observed classrooms) 
Mixed methods research involves mixing both quantitative and qualitative research 
approaches in one study. According to Onwuegbuzie and Combs (2010), ‘mixed analysis’ is a 
right word used for analysing data collected from a mixed methods research. They add that 
mixed analysis includes the analysis of one or both data forms (quantitative data or/and 
qualitative data) either in no order (concurrently), or sequentially in the two phases.  
           The qualitative analysis involved thematic analysis of data from the classroom 
observations and the interviews. According to Creswell (2012), thematic analysis involves 
researchers coding the data to be able to develop themes later. In this research, the researcher  
applied a thematic analysis to analyse qualitative data gained from semi-structured interviews, 
classroom observation  and from the open-ended questions part in the questionnaire. Thematic 
analysis involves making use of the following steps: preparing and organising data, reading 
through the data, transcribing and coding data, and using the findings in discussions and 
interpretation. Table 3.6 shows and outlines the primary procedures that the researcher 
implemented in this research to gain an accurate understanding of the research topic for data 
analysis.  
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Table 3.6: Procedures in quantitative and qualitative data analysis process  
Data Analysis 
Procedures 
Quantitative phase Qualitative phase 
Preparing Data 
Assigning numeric values; 
recording data to prepare 
computer analysis 
Organizing data; 
transcribing texts 
Reviewing and 
Exploring data 
Descriptive analysis; 
looking for trends and 
distributions 
Reading data and notes; 
developing qualitative code 
Analysing data 
Using appropriate 
statistical test; using 
statistical software 
Coding data and assigning 
labels; grouping of data 
looking for related themes; 
using statistical software 
Presenting data 
Presenting results in 
tables, graphs and figures  
Presenting findings in 
discussion or text forms 
 
3.9.1 Quantitative data analysis 
3.9.1.1 Questionnaire data analysis  
In the case of this research, quantitative data analysis is employed in relation to the 
questionnaires and class observations. Therefore, quantitative data analysis here refers to the 
procedures and steps the researcher adopted to understand data gained from teachers’ and 
students’ questionnaires and the class observation sessions.  
The researcher applied the following procedures for data analysis of the questionnaires. 
First, the researcher checked all questionnaires for completion, and both were assiged a number 
for gender as 1=Male and 2=Female. Both questionnaire forms were also assiged a number for 
Governorates (Regions) as 1=Muscat, 2=Al Dhaharah, 3=Al Sharqiah North and 4= 
AlDakhliya. Also, the Likert scale categories and statement choices were coded as 1= Strongly 
disagree, 2=Disagree, 3= Not sure,  4=Agree and  5=Strongly agree. Teachers’ questionnaires 
were assiged numbers from 1-50 (1-23 Male, 24-50 Female). The nationality also assiged a 
number as 1=Omani, 2=Egyptian, 3=Tunisian 4=other, alongside for teaching experience as 
1=1-5 years teaching experience, 2=6-10 years teaching experience, 3=11-15 years teaching 
experience, 4=16-20 years teaching experience and 5=more than 20 years of teaching 
experience. For the student questionnaires, all questionnaires were assiged numbers from 1-
233 (1- 115 Male, 116-233 Female) and coded for classes as 1=Class 11, 2=Class 12. 
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Teachers and learners’ replies to the closed-ended questions of the questionnaires (16 
questions in both questionnaires, Part 3) were carefully re-checked one by one for any missing 
items. The collected data was entered into SPSS (Statistical Package for the Social Sciences) 
computer program version 21.0 where various statistical analyses, including descriptive and 
inferential statistics, were performed.  Each statement was given a letter, which showed the 
section and statement number, for example, the first statement in section A was marked as 1A. 
In the case where there was no one attempted statement, it was considered as a missing value 
and was assiged a number by 88. Before getting into the analysis process, the researcher 
implemented an error-checking step on the SPSS data file to make sure that all entered data 
were correct, as Pallant (2007) warned that “what do you do if you find some ‘out-of-
range’(e.g. a 3 for sex)” (p. 44). After that, the first part of the teacher questionnaires (which 
contained information about gender, nationality, teaching experience years and governorates) 
and the third part data were statistically analysed using SPSS. Next, the first section of the 
students’ questionnaires (which included information about gender, classes, and governorates) 
and the second and third part data were statistically analysed using SPSS. Then frequency 
tables, which provided informative details about the participants, including the number of the 
response of participants across statements, were produced. After that, descriptive data statistics, 
including the average of means and the standard deviation of each statement, were done. 
Figures, tables, and charts present the data results to help understand the outlines of the gained 
data. Also, to compare method for each theme between two groups and aspects, such as gender, 
background teaching experience, and nationality, a Mann-Whitney non-parametric test was 
applied. The questionnaire data were also analysed using a Cronbach Alpha Coefficient to test 
the internal consistency of the rating, which defines the reliability of the questionnaires and 
classroom observation.  
Part two of the teachers’ questionnaire contained three open-ended questions aiming to 
give the participants a chance to elaborate their thoughts and practices about using the Arabic 
language in EFL classrooms in Oman. In contrast to the interview questions, in the open-ended 
questionnaire, participants were given full freedom to express their ideas using their own words 
and time (Denscombe, 2010), which is believed to produce valued responses and can offer a 
quick return of data. In this research, teachers’ responses were indeed found to be productive 
and informative. The open-ended questions were almost all answered except for minor papers, 
which might have been due to misunderstanding of the questions.  
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The three open-ended questions in the teacher questionnaires were qualitatively 
analysed by applying the following data analysis steps. First, the researcher read through the 
responses from teachers to check if the three questions were answered or not, and to check the 
content. Starting up the coding process using a sheet of paper, three answer categories/folders 
were created: using Arabic, encouraging Arabic, and activities in which Arabic was used 
(depending on the three open-ended questions in part 2), and each reply was labelled to the 
right category/folder. Next, any comments were checked to see if there were any common 
answers to be appropriately categorised. Once the themes were identified, a qualitative 
descriptive analysis of the findings was written.  
It is imperative to note that, in this research, the gained quantitative data from the 
questionnaires represented the main part of the data analysis of this research. As mentioned 
previously, the researcher used the initial analysis of the questionnaire data, and descriptive 
data gathered through closed-ended and open-ended questions, to produce the class observation 
questions (checklist) and later to prepare the semi-structured interview questions (qualitative 
phase).  
3.9.2 Qualitative data analysis 
Creswell (2012) claimed that qualitative research is defined as ‘interpretive’ research 
in which the researcher produces appropriate assessment and clarifications of the fresh data. 
As previously mentioned, a thematic analysis was adopted to analyse the qualitative data that 
emerged from the teachers and students’ semi-structured interviews. According to Braun and 
Clarke (2013), this form of analysis helps researchers to recognise, analyse and present patterns 
of themes. They add that “a theme captures something important about the idea, about the 
research question and represents some level of patterned response or meaning within the data 
set” (p. 82).  
3.9.2.1 Classroom observation data analysis  
The purpose of classroom observation as a data collection instrument in this research 
was to find out the contextual and situations where both EFL teachers and their learners tend 
to use the Arabic language in the EFL classrooms. In this research, a combination of checklists 
and hand-written field notes was adopted to collect class observation data. The qualitative field 
records assisted me to get a better understanding of how teachers teach different language skills 
in Omani EFL curricula. Observing different teachers was believed to provide the researcher 
with real and genuine data as these teachers had already participated in filling out the 
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questionnaire. Regarding the present research, the researcher carried out a word count 
quantitative method to determine the frequency of the Arabic language used by teachers and 
students throughout the class time. As the purpose of the class observation was to identify the 
Arabic language use frequency, the proportions of both English and Arabic were calculated to 
illustrate the amount of Arabic used by teachers and their learners from the six observed 
classrooms. This was a challenging task since the participants refused to be video-recorded for 
cultural and background reasons.  
The field notes were qualitatively analysed, for as Cohen and et al (2011) 
recommended, for less observational data such as data from field notes, qualitative analysis 
procedures can be applied, including coding and categorising. Therefore, the software, NVivo 
version 11 computer program was used for observation and semi-structured interview 
qualitative data analysis. According to Robson (2011), NVivo is believed to be the best 
software that is adopted in qualitative data analysis. In addition, this software helped me to 
identify similarities and relationships, highlight the differences, and manage and organise the 
data into themes. The researcher adopted this software and the following techniques for class 
observation checklists and field notes data analysis. First, the researcher checked all the 
checklists for completion (six in total) and coded them from 1-6 (1-3 males and 4-6 females). 
After that, the field notes were written down again in clear and neat English and coded using 
numbers 1-6 (1-3 males and 4-6 females). By using NVivo, the gathered data were grouped 
into small categories (nodes). The researcher created different nodes for different statements. 
In this research, the researcher created nodes such as ‘using Arabic to give instructions’, ‘use 
Arabic to give feedback’, ‘ask for clarification’, ‘with classmates in group work activities’, and 
put any other comments or results under these nodes for the data analysis stage. Then, the 
researcher read through the whole data set again and wrote some notes and a memo (Johnson 
& Christensen, 2012) to highlight any key ideas and significant outcomes during the class time. 
After that, the researcher commenced the coding procedure, as Creswell (2012) has argued that 
“the technique of coding contains linking the text or visual data into minor kinds of data, 
observing for signs of code from different databases applied in the research, and then assigning 
a label to the code” (p. 184). Finally, the researcher reported the data results. 
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3.9.2.2 Semi-Structured interview data analysis  
In this research, the qualitative data analysis included grouping and coding the 
responses from open-ended teachers’ questionnaire questions and semi-structured interviews 
with teachers and learners. Walter (2013) said that in qualitative research, the analysis process 
is about meaning-making and researchers must make sense out of their great data set to get 
answers to their study questions. Regarding the semi-structured interviews data analysis, the 
researcher applied the following procedures. After the interviews were completed and checked 
for completeness, the first step was transcribing all the interviews using a Word 2013 processor. 
As Creswell (2012) explained, transcription is “the process of converting audiotape recordings 
or field notes into text data” (p. 239). The twelve recorded interviews were transcribed 
including every utterance, words, fillers such as ‘um’, aah’, ‘yeah’, Arabic daily life 
expressions and words, like ‘yanni’ (it means), and grammar and sentence structure mistakes. 
All these issues were considered to maintain the reliability of the data.  
Transcribing twelve interviews was not an easy job. According to Walter (2013), 
transcription is a time-consuming process. Therefore, reading carefully through the transcripts 
as a whole to get an idea about the first impressions of the gained data is a significant step. 
After reading through data, the second step was using NVivo.11 software to code the data, 
including all details such as opinions, sentences, phrases, ideas, relevant and irrelevant 
concepts. Coding is the core of this qualitative data analysis step as it aids the researcher to 
recognise similar data as well as label ideas and evidence into clusters so that broader 
perceptions can arise from the data (Creswell & Clark, 2011). The decision was made to choose 
the most important codes by gathering these codes into folders. Using NVivo nodes, such as 
‘Arabic should be excluded’, ‘Arabic role in EFL classrooms’, ‘Arabic in classroom activities’, 
‘Can Arabic facilitate learning English’, and ‘Encouraging Arabic use’ were created to have 
smaller themes. The decision was then made to choose the most important codes by gathering 
these codes into folders. In other words, the researcher created twelve nodes and numbered 
them as (N1-N6) for teachers and (S7-S12) for students. For example, teachers’ node number 
one (TN1) has all teachers’ answers to the first question and (N2) has all teachers’ answers to 
the second question. Similarly, students’ node number seven (SN7) has all students’ answers 
to the first question, and node number eight (SN8) has all the students’ answers to the second 
question and so on. Next, the researcher selected the most important codes, created categories, 
and described the connection between them in order to get qualitative results from these 
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interviews. Finally, after themes were identified, the researcher started reporting and writing 
up the results of the qualitative data based on the participants’ semi-structured interviews.  
3.10 Ethical clearance  
This research obtained final ethics approval No. H16REA160 from the Human 
Research Ethics Committee in my university (University of Southern Queensland, USQ) on 29 
July 2016. According to Johnson & Christensen (2012), ethics are the “values and procedures 
that support us maintain the things we value” (p. 99). Research ethics commands and focuses 
the behaviour and attention of the investigator on the researchers’ privileges and any other staff 
affected by the study (Saunders & et al., 2009).  
Since this research involves human perceptions, the researcher followed the ethical 
agreement procedures that are part of the University of Southern Queensland Human Ethics 
Research Committee (HREC) requirements. This research involved human participants, but 
the nature of the data was not classes as sensitive. The researcher  confirmed that there was no 
psychological or physical harm done to the contributors throughout the data collection process. 
Also, the researcher carefully considered the participants’ informed consent with details of the 
research topic and researcher contact information, ensuring freedom to withdraw at any 
research stage without any consequences, as well as confidentiality, anonymity and personal 
privacy. Participants were informed of the purpose of the study in clear and straightforward 
language, which ensured that their participation was entirely voluntary. The researcher  told 
participants that the data would only be used for this research. All study participants were asked 
to sign an HREC- approved consent form before data collection. As Bouma (2000) stressed, to 
involve participants in any social research, they “must be able to make a voluntary, informed 
decision to participate” (p. 197). The researcher made sure that both teachers and students 
received agreement forms via emails and were asked to sign them using a digital signature and 
send them back before data collection started. Students’ parents were briefed concerning the 
research aims and their children’s participation. The researcher  prepared a letter to every 
student’s parent (in Arabic) requesting their permission to tape record their English language 
lessons throughout the research data collection stages and assuring them they were free to meet 
or call the researcher  at any reasonable time if they should want to do so. Schools principals 
were asked for their permission to research their schools via official letters from the Ministry 
of Education in Oman with detailed information about the purpose and the likely findings and 
contributions of the research, along with the data collection procedures and the position of the 
researcher throughout the data collection development in their schools.  
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 All the digital data, including the signed agreement forms, were confidentially and 
securely stored, and nobody can have any access to them except this researcher. Only the 
researcher  has exclusive access to data produced in the classroom observations, questionnaires, 
and interviews, as required by the HREC data storage police (NHMRC, 2007). 
3.11 Reliability and validity of the research  
Reliability and validity are two significant concerns in considering the trustworthiness 
of research findings. As this research applied a mixed methods approach, reliability and validity 
were expected to be achieved. According to Bryman (2012), applying mixed methods research 
increases the validity and reliability for any research. He adds that implementing 
questionnaires, observations, and interviews provide more reliable data about the events, and 
greater accuracy concerning their timing, length and regularity.  
3.11.1 Reliability  
Reliability refers to consistency and stability. In other words, reliability means how 
correct the outcomes would be if the tools were utilised at a different time by another researcher 
(Denscombe, 2010). According to Dornyei (2007), reliability consists of the “consistencies of 
the data, scores or observations obtained using elicitation instruments, which can include a 
range of tools from standardised tests administrated in educational settings to tasks completed 
by participants in a research study” (p. 50). In this research, the researcher adopted the 
following strategies to reduce the threats to reliability, as suggested by some researchers such 
as Cohen and et al (2007). First, a mixed methods sequential explanatory paradigm was adopted 
in both data collection and analysis stages, using more than one data collection instrument, 
namely questionnaires, class observation, and semi-structured interviews, to enhance 
reliability. As Bryman (2012) argued, implementing questionnaires, observations, and 
interviews provides more reliable data about the events, and greater accuracy concerning their 
timing, length and regularity. Second, more than one group of participants was involved (both 
EFL teachers and their grades 11-12 students) throughout the research data collection and 
analysis stages. The questionnaire design was carefully maintained including the use of closed-
ended and open-ended statements, using clear, understandable words and instructions to avoid 
misunderstandings. A five-point Likert scale form was adpoted in both teachers’ and students’ 
questionnaires, which as Lyberg (1997) stated increases the dependability and validity of the 
perspectives measurement. Students’ questionnaires were translated into the Arabic language 
to make sure that all learners understood the questions and instructions. Also, students’ semi-
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structured interviews questions were translated into the Arabic language to help students 
expressing themselves easily. Finally, the questionnaire data were analysed using a Cronbach 
Alpha Coefficient to test the interior consistency of the score, which thus describes the 
reliability of the data tools. The findings of the closed-ended question analysis showed the 
Cronbach Alpha Coefficient to be 0.85. According to McNeish (2017), Cronbach Alpha of 0.70 
or higher is considered a satisfactory sign of reliability. 
3.11.2 Validity 
Validity, as defined by Bryman (2012), is “simply assuring that the research instrument 
is measuring what it is supposed to measure” (p. 280). In this research, the aim was to explore 
teachers’ and students’ perspectives on the use of Arabic language in grades 11-12 EFL 
classrooms in Oman. Therefore, to assure the validity of the instruments, all questions about 
using Arabic language were asked in the questionnaires, in the semi-structured interviews and 
in class observation checklist. In addition, the data collection tools were tested more than once 
using pilot studies, as previously mentioned. For instance, the first drafts of the questionnaires 
were discussed with the supervisory team and after many drafts, the final questionnaires were 
agreed to be implemented. In addition, a number of steps were adopted to enhance the validity 
of the interview questions, including piloting, supervisors’ revisions, and researcher’s 
familiarity with the research context, which helped to contact and deal with participants to 
clarify any ambiguity in the questions. Finally, this research brought both teachers’ and 
students’ perceptions together, using three different data collection instruments to achieve a 
better understanding of the main research topic. By applying these procedures, validity of the 
research could be obtained (Dornyei, 2007). 
3.11 Chapter summary 
This chapter has presented and described the methodological framework of the study. 
Mixed method research was selected for this study in order to explore the use of L1 (Arabic) 
in EFL classes in depth and clearly understand the participants’ perspectives. Data was 
collected through questionnaires, classroom observation, and semi-structured interview 
methods used to collect data. In addition, this chapter has shown the techniques of data 
collection by demonstrating the participants’ schools, samples, ethical issues, and steps of 
collecting data from these schools. The piloting stages of the data collection instruments were 
also described thoughtfully Throughout this study, the researcher followed the research 
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procedures as approved and carefully considered ethical matters. The validity and reliability 
issues were also highly considered and clearly explained. 
Chapter Four presents the outcomes gained through questionnaires, classroom 
observations, and semi-structured interviews to explore teachers’ and learners’ perceptions on 
the use of Arabic language in grades 11-12 EFL classrooms in Oman. 
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CHAPTER 4:  DATA ANALYSIS AND INTERPRETATION 
 
4.1 Introduction 
In chapter Three, the research methodology was presented, including research design, 
data collection instruments and data analysis procedures used in this research. The purpose of 
chapter four is to present the mixed methods data analysis and discuss the outcomes from 
conducting two forms of questionnaires, class observations and semi-structured interviews in 
order to explore and compare teachers’ and learners’ perceptions on the use of Arabic in grades 
11-12 EFL classrooms in Oman. According to Creswell (2014), as specified in chapter Three, 
using these multiple data collection instruments confirms and increases the trustworthiness of 
the research outcomes. The obtained data are analysed in relative to the research questions 
addressed in this study. Therefore, this chapter highlights the key findings with evidence from 
the gained data, which includes some extracts to support the points under consideration. 
Summary tables, charts, and figures are regularly used to support and show the different forms 
of data gathered from the three data collection instruments.  
This chapter is divided into four parts: the first part is about the quantitative phase of 
the research, and includes the results of the EFL teachers’ and learners’ parallel questionnaires, 
respectively, aiming to uncover participants’ perspectives on the following questions at the 
centre of the research. First, to what extent do teachers, and learners believe Arabic should be 
used in the 11-12 EFL classrooms in Oman? Second, what are the specific pedagogical 
situations and contexts in which EFL teachers choose to use Arabic while teaching English in 
Oman? Third, what are the contexts in which learners tend to use Arabic in their EFL 
classrooms in Oman?. 
The second quantitative phase of data analysis is driven by classroom observations in 
six EFL classrooms that focused on two main points: why do EFL teachers use the Arabic 
language in their classroom, and secondly when do students use Arabic during their EFL 
classroom time? The third part presents the qualitative phase of the data collected through 6 
classroom observations and 12 semi-structured interviews with both teachers and their 
students. The aim was to provide both concrete and meaningful data sets in order to analyse 
the teachers’ and learners’ perceptions of the use of the Arabic language in EFL classrooms in 
Oman. The focus was on teachers’ and learners’ practices of Arabic language implementations 
in EFL classrooms. The last part of this chapter presents a summary of these data results.  
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4.2 Quantitative phase 
4.2.1 Questionnaires composition  
In this research, the questionnaires were composed of two parallel forms of 
questionnaires: one for teachers and one for students (see Appendices 2 and 3). Both 
questionnaires included the same 16 Likert scale items to allow comparisons between the 
teachers’ and students’ responses.  The teachers’ questionnaire included an additional 4 open-
ended questions. The students’ questionnaire also had 16 closed-ended questions besides an 
additional three closed questions (Yes/No answers) to explore students’ perceptions about 
using Arabic in EFL classrooms in Oman. The results of the closed-ended questions analysis 
showed the Cronbach Alpha Coefficient to be 0.85. According to McNeish (2017), a Cronbach 
Alpha of 0.70 or above is considered an acceptable sign of reliability.  
The 16 Likert scale type items had five response categories with the range of scoring 
for each item being 1 to 5 (Strongly Disagree, Disagree, Not sure, Agree, and Strongly Agree). 
These questionnaires were conducted from September to November 2016. The two parallel 
forms of questionnaires were applied in the same governorates and same schools across Oman. 
They were distributed to 50 EFL teachers and 240 of their students in grades 11-12. They were 
distributed across eight different schools in four different governorates. Data arising from these 
questionnaires were entered into SPSS version 21.0 to calculate descriptive statistics, including 
percentages applicable to sample demographics from which detailed figures and tables for 
further illustrations were produced. Table 4.1 outlines the composition of the two 
questionnaires more explicitly. 
Table 4.1: Composition of the questionnaires and surveyed community 
  
Target 
group 
Number of 
divisions in 
questionnaires 
Type of questions Surveyed community  
Open-ended Likert scale 
items 
and closed 
questions 
 
-   4 different 
governorates  
    (8 schools)  
Teachers 3 3 16 
1 
 -   50 EFL teachers 
of grades 11-12  
Students 3 0 16 
3 
-    240 Grade 11-12 
EFL students 
 103 
   
4.2.1.1 Teachers’ questionnaire  
4.2.1.1.1 Part 1: Background information  
Fifty EFL teachers participated in the study to help to understand the usefulness (if any) 
of the Arabic language in English learning classrooms from a teacher’s perspective. Of the total 
number of 50 teachers, all of the participants responded and returned the questionnaires to the 
researcher. EFL teachers’ nationalities related to three main groups. Out of the 50 participants, 
66% (33) were Omani nationals, 24% (12) Egyptian and 10% (5) Tunisian (see Table 4.2 
below). 
Table 4.2: Numbers of participating teachers by nationality (N=50) 
Nationality Frequency Percentage 
Omani 33 66% 
Egyptian 12 24% 
Tunisian 5 10% 
Total 50 100% 
 
With regards to gender, the majority of teacher participants were female 54% (27) and 
46% (23) was male, as illustrated in Figure 4.1. These teacher participants were selected from 
the governorates of Muscat (22%), Al Sharqiah North (26%), Al Dakhliya (28%), and Al 
Dhaharah (24%) as shown in Table 4.3.  
 
Figure 4.1: Gender of respondent teachers (N=50) 
 
 
Male
46%( 23)
Female
54% (27)
Respondent Teachers
Male
Female
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Table 4.3: Numbers of participating teachers by gender and across governorates  
 
 
Teachers 
Governorate 
Total 
Muscat AlDhaharah 
AlSharqiah 
North 
AlDakhliya 
Male 11 12   23 
Female   13 14 27 
Total 11 12 13 14 50 
 
The teachers’ questionnaire also included a question about the length of participants’ 
teaching experiences. The EFL teachers who responded to this questionnaire had varied 
experience in teaching English as a foreign language, ranging from one year to more than 
twenty years. Out of the 50 participating teachers, 32% (16) had six to 10 years of teaching 
experience, 22% (11) had been teaching for 11 to 15 years, and 16% (8) had experience in 
teaching EFL for 16 to 20 years. Almost one fifth of the teachers 18% (9) had the longest 
teaching practice (at more than 20 years). Interestingly, 12% (6) teachers had only 1 to 5 years 
teaching experience. These results are displayed in Table 4.4. 
Table 4.4: The length of teachers’ EFL teaching experience (N=50) 
Length of teaching experience Frequency Percentage 
1-5 years 6 12% 
6-10 years 16 32% 
11-15 years 11 22% 
16-20 years 8 16% 
More than 20 years 9 18% 
Total 50 100% 
 
4.2.1.1.2 Questionnaire part 2: Teachers’ perceptions  
The second part of the teachers’ questionnaire was designed to allow them to express 
what they thought about teachers and learners using Arabic in their EFL classrooms and their 
own opinion about whether it was beneficial or not. Therefore, the second part of the teacher 
participants’ questionnaire was designed to have one closed Yes/No response question and 
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three open-ended questions to give participants adequate chances to freely elaborate on their 
opinions.  
The first question asked was about whether the teachers thought that Arabic should be 
used in EFL classrooms. They responded by selecting either ‘Yes’ or ‘No’. The results are 
reported in Table 4.5. 
Table 4.5: EFL teachers’ perception about using the Arabic language in their EFL 
classrooms (N=50) 
 
EFL Teachers  For  Against  
Male  28% (14) 18% (9) 
Female  32% (16)  22% (11) 
Total 60% (30)  40% (20) 
 
Based on the teacher participants’ answers to the first question (‘Should Arabic be used 
in English language classrooms?’ Yes, or No), the findings indicate that almost two-thirds 60% 
(30) selected yes. Approximately half of these 28% (14) were male and half 32% (16) were 
female. Thus, the majority believed that the Arabic language should be used in EFL classrooms. 
Of the remaining 40% (20) who selected “No”, again approximately half were male and half 
female 18% (9) and 22% (11)) respectively. Thus, a substantial proportion of the teachers 
believed that the Arabic language should not be applied in EFL classrooms in Oman (see Figure 
4.2) below.   
 
Figure 4.2: Teachers’ perspectives on whether Arabic should be used in EFL classrooms or 
not (N=50) 
60% (30)
For 
40% (20)
Against
Respondent Teachers
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The teachers were next asked to elaborate on their reasons and beliefs about the use of 
the Arabic language in their EFL teaching. Therefore, the teachers’ questionnaire contained 
three open-ended questions aimed at uncovering teachers’ perspectives in this regard.  
In the first of the three open-ended questions, the teachers were asked to provide reasons 
for their stance on whether they believed in using the Arabic language in their EFL classes or 
whether they supported the “English only” philosophy. Those EFL teachers who reported that 
they used the Arabic language in their EFL classrooms provided the following reasons:  
 To explain some new abstract vocabularies.  
 To avoid wasting time.  
 To help low English proficiency learners understand tasks and activities (especially 
with more than one-step tasks).  
 In situations where students want to express their opinions, thoughts and feelings 
but they cannot do so in English. 
 To check comprehension.  
 To explain new grammatical rules.  
In contrast, those teachers who believed Arabic should not be utilised in the EFL 
classrooms provided the following reasons: 
 Supporting the ‘only English’ method. 
 Using the context to understand the task without translation. 
 Encouraging students to think only in English.  
 Students are lazy and would not try to learn the task in English if Arabic was used. 
 To expose students to more English speaking practices.  
 Some students may find it easier to use Arabic and never try to improve their English.  
In the second question (a Yes/No closed question), the teachers were asked if they had 
ever used Arabic while they were teaching the English language. Almost all, 94% (47) of the 
sample of teachers completed this question. Of these, approximately half were male and half 
were female 46.5% (22) and 45% (25) respectively). Their responses showed that 26% (12) of 
the teachers answered that they sometimes use Arabic while they are teaching English.  
The third question was aimed at identifying teachers’ possible uses of Arabic in EFL 
classrooms. The participating teachers were asked if they encouraged the use of Arabic in their 
EFL classrooms practices and why. Of the total sample of 50 teachers, 96% (48) responded to 
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this question. These comprised 46.66% (21) males and 56.25% (27) females. To get a better 
understanding of the EFL teachers’ responses, the data gained from the responses to this 
question were classified into two groups: teachers who encouraged the use of Arabic in their 
EFL classrooms and those who did not. Overall, 60% (30) teachers supported and encouraged 
the use of Arabic in EFL classrooms, while 40% (20) of teacher participants believed that 
Arabic had no place in the EFL classrooms.  
The last question in section two of the teachers’ questionnaire was an open-ended 
question aimed at allowing the EFL teachers an opportunity to list the activities and situations 
where they believed that using Arabic could be helpful in teaching English. Of the total sample 
of 50 teachers, 86% (43) responded, comprised of 37% (16) males and 63% (27) females. Those 
who did not complete this question were 7 male teachers (14%) of the total sample of EFL 
teachers. The outcomes obtained from this question showed that the EFL teachers used Arabic 
in the following situations: 
 Praising students for their good achievements  
 Clarifying ambiguity of some activities/tasks, especially for weak achievers  
 Introducing some abstract nouns  
 Commenting on some students’ answers and contributions to create an engaging 
classroom atmosphere  
 Comparing English language and Arabic grammar rules (whenever needed) 
 To raise important reminders or dates (for example, examination timetables)  
 To maintain classroom discipline  
 To speak to troublemaker students  
4.2.1.1.3 Part 3: Pedagogical situations of Arabic use by EFL teachers  
The third part of the teachers’ questionnaire provided data about EFL teachers’ 
perceptions on using Arabic in their EFL classrooms in Oman. The teacher participants were 
asked to indicate their level of agreement on various items on the questionnaire and to signify 
their opinions using five-point Likert scale items to answer 16 closed-ended questions. Like in 
the students’ questionnaires, the five-point Likert scale had five categories: strongly agree, 
strongly disagree, not sure, disagree, and strongly disagree. However, some teachers did not 
attempt some of the questionnaire statements. Therefore, the missing values were excluded 
from the final analysis, thus allowing only valid values to be used.  
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Table 4.6 shows a summary of descriptive statistics of teachers’ questionnaire 
responses about the use of Arabic language in English language classrooms in Oman. The 
results show that teachers agreed with five aspects of using the Arabic language in an EFL 
class. The strongest agreement was where they believed that their use of the Arabic language 
helps them to clarify some problematic English language and linguistic or grammatical rubrics 
(M=3.78, S. D=1.026). The next positive agreement was with teachers agreeing that the Arabic 
language can help students learn the English language much better (M=3.65, S.D=1.284). 
Following that was the teachers’ agreement that the Arabic language also helps learners to 
express their ideas easily (M=3.50, S.D=0.968). While these EFL teachers agreed that using 
the Arabic language can simplify students’ English learning practice (M=3.04, S.D=1.177), 
they recognised the importance of their EFL learners being able to have learning environments 
where the English language was spoken. In doing so, the statement they responded to therefore 
implies some support for the strategy of “English only” e.g. effective English language learning 
is grounded in using merely English language in the EFL classrooms (M =3.18, S.D=1.257). 
Thus, this reflects some contradiction in relation to their other views reported earlier on the 
subject matter in their responses to the questionnaire’s open-ended questions.  
Table 4.6: Descriptive statistics of teachers’ perspectives on the use of Arabic language 
in EFL classrooms in Oman 
 
 
No 
 
Statements 
 
N 
 
Mean 
 
S.D 
Percent 
25th 50th  
 
75th 
1 Effective English language learning is 
grounded in using merely English language in 
the EFL classrooms 
49 3.78 1.02
6 
3.00 4.00 4.50 
2 Using only English in EFL classrooms can 
help students to learn it much better 
49 3.65 1.28
4 
3.00 4.00 5.00 
3 Using Arabic language helps learner to 
express his/her own ideas easily 
48 3.50 .968 3.00 4.00 4.00 
4 It is very useful when a teacher uses the 
Arabic language for clarifying some English 
language problematic linguistic or 
grammatical rubrics 
50 3.18 1.25
7 
2.00 4.00 4.00 
5 Using the Arabic language can simplify 
students' English learning practice 
50 3.04 1.17
7 
2.00 3.00 4.00 
6 Using the Arabic language in English 
classrooms could save time 
49 2.78 1.19
5 
2.00 3.00 4.00 
7 English language learners got motivated when 
the Arabic language was used in the classroom 
50 2.72 1.19
6 
2.00 3.00 4.00 
8 The Arabic language is essential in the English 
classroom to present and clarify new word 
vocabularies 
50 2.70 1.19
9 
2.00 2.50 4.00 
9 Students benefit from the teacher’s feedback if 
the Arabic language is used 
50 2.68 1.23
6 
1.75 3.00 4.00 
10 Students usually participate more effectively 
in the English language classrooms when a 
50 2.66 1.11
8 
2.00 3.00 4.00 
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teacher uses the Arabic language during the 
EFL class activities 
11 Teachers who use the Arabic language can 
better support and encourage learners to be 
involved in the classroom activities 
50 2.54 1.11
0 
2.00 2.00 3.25 
12 It is better to use the Arabic language to check 
learners’ understanding 
50 2.52 1.23
3 
2.00 2.00 4.00 
13 Using students’ first language (Arabic) is 
significant in English language classrooms in 
Oman 
50 2.48 1.35
9 
1.00 2.00 4.00 
14 The Arabic language should be used in 
English language classrooms in Oman 
49 2.41 1.25
7 
1.00 2.00 4.00 
15 The Arabic language is a helpful tool to find 
out about students’ background and interests 
50 2.40 1.05
0 
2.00 2.00 3.00 
16 Using the Arabic language in the primary 
stages of learning the English language is very 
effective 
50 2.26 1.13
9 
1.00 2.00 3.00 
 
First, the teachers were explicitly asked to state whether the Arabic language should be 
used in EFL classes in Oman. Forty-nine teacher participants responded to this question. Table 
4.7 shows that out of the 49 respondents, 57% (28) of participating teachers agreed and strongly 
agreed that the Arabic language should be used in English language classrooms (M=2.41, S. 
D=1.257). On the other hand, 29% (14) of teachers disagreed and responded that the Arabic 
language should not be used in English language classrooms in Oman. Seven (14%) teachers 
had a neutral opinion with this statement, as seen in Table 4.7.   
Table 4.7:  The Arabic language should be used in English language classrooms in 
Oman 
  Frequency Percentage Valid 
Percentage 
Cumulativ
e 
Percentage 
Valid Strongly disagree 1 0.4 2.0  32.7 
Disagree 13 5.6 26.5  57.1 
Not sure 7 3.0 14.3 71.4 
Agree 12 5.2 24.5  98.0 
Strongly agree 16 6.9 32.7 100.0 
Total 49 21.0 100.0  
 
The second item of the questionnaire required the participants to indicate their level of 
agreement on whether the Arabic language can simplify students’ English learning. Fifty 
participants responded to this question. Of them, 46% (23) teachers answered that they agreed 
and strongly agreed while 36% (18) teachers responded that they disagreed and strongly 
disagreed with this statement (M=3.04, S. D=1.177). Only 18% (9) teachers responded that 
they were not sure if using Arabic could simplify learning English (see Table 4.8). 
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Table 4.8: Using the Arabic language can simplify students’ English learning practice 
 
  Frequenc
y 
Percentag
e 
Valid 
Percentage 
Cumulative 
Percentage 
Valid Strongly disagree 6 2.6 12.0 12.0 
Disagree 12 5.2 24.0 36.0 
Not sure 9 3.9 18.0 54.0 
Agree 20 8.6 40.0 94.0 
Strongly agree 3 1.3 6.0 100 
Total 50 21.5 100  
 
A cross-tabulation of the results in Table 4.8 with the teachers’ levels of teaching 
experience revealed varied responses among teachers of different teaching experience. Table 
4.9 shows that experience plays a statistically insignificant (p=.788) role in terms of the 
teachers’ views that using the Arabic language can simplify students’ English learning practice.  
Table 4.9: Correlation between teaching experience and the opinion that using the Arabic 
language can simplify students’ English learning practice   
  Teaching  experience Total 
 
Statement 
 1-5 years 
teaching 
experience 
6-10 years 
teaching 
experience 
11-15 
years 
teaching 
experience 
16-20 
years 
teaching 
experience 
more 
than 20 
years 
Using the 
Arabic 
language 
can 
simplify 
students’ 
English 
learning 
practice  
Strongly 
disagree 
16.7% 12.5% 18.2%  11.1% 12.0% 
Disagree 50.0% 18.8% 9.1% 25.0% 33.3% 24.0% 
Not sure  25.0% 27.3% 12.5% 11.1% 18.0% 
Agree 16.7% 37.5% 36.4% 62.5% 44.4% 40.0% 
Strongly 
agree 
16.7% 6.2% 9.1%   6.0% 
Total 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 
Table 4.10: Chi-Square tests 
 Value df Asymp. Sig. (2-sided) 
Pearson Chi-Square 11.333 16 .788 
Likelihood Ratio 13.845 16 .610 
Linear-by-Linear Association .143 1 .705 
N of Valid Cases 50   
a. 24 cells (96.0%) have an expected count of less than 5. The minimum expected count 
is .36. 
 
             The third question required teacher participants to indicate their level of agreement on 
whether using only English in EFL classrooms could help students to learn it much better. 
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Forty-nine participants responded to this question. The majority of the teachers believed that 
using only English in EFL classrooms could help students to learn it much better. According 
to the data results in Table 4.11, 60% (30) of the teacher participants agreed or strongly agreed 
that using the Arabic language in an English learning class could help students to learn it much 
better (M =3.65, S.D =1.284). On the other hand, 20% (10) of the teachers disagreed or strongly 
disagreed, while only 18% (9) neither agreed nor disagreed with this statement.   
Table 4.11: Using only English in EFL classrooms can help students to learn it much 
better 
 Frequency Percentage Valid 
Percentage 
Cumulative 
Percentage 
Strongly disagree 4 1.7 8.2 8.2 
Disagree 6 2.6 12.2 20.4 
Not sure 9 3.9 18.4 38.8 
Agree 14 6.0 28.6 67.3 
Strongly agree 16 6.9 32.7 100.0 
Total 49 21.0 100.0  
 
It was necessary to perform a cross-tabulation to determine whether teaching 
experience was an influencing factor in the teachers’ views that using only English in EFL 
classrooms could help students to learn it much better. Figure 4.3 illustrates the distribution of 
teachers who agreed or strongly agreed, according to their teaching experience. The diagram 
suggests that the majority of the teachers who mentioned they agreed or strongly agreed that 
using only English in EFL classrooms could help students to learn it much better had relatively 
long teaching experience (more than six years of teaching experience). However, this 
experience was not statistically significant (p= .734) as Table 4.12 shows.  
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Figure 4.3: The responses to whether using only English in EFL classes can help students to 
learn it better. 
Table 4.12: Arabic should be used in English language classrooms 
 Value df Asymp. Sig. (2-sided) 
Pearson Chi-Square 12.143a 16 .734 
Likelihood Ratio 14.103 16 .591 
Linear-by-Linear Association .363 1 .547 
N of Valid Cases 49   
a. 24 cells (96.0%) have an expected count of less than 5. The minimum expected 
count is .49. 
 
In the fourth question, teacher participants were asked to indicate their level of 
agreement on whether using the Arabic language in English classrooms could save time. Forty-
nine participants responded to this question. Data analysis of the participants’ responses to this 
statement revealed that less than half of the respondents, or 45% (22) of teachers disagreed or 
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strongly disagreed with this statement (M=2.78, S. D=1.195). On the other hand, 33% (16) of 
the participating teachers believed that using the Arabic language could save time while 22% 
(11) had a neutral opinion, as can be seen in Table 4.13.  
Table 4.13: Using the Arabic language in English classrooms could save time 
 
 
Similarly, fifty participants responded to question five, which asked teacher participants 
to indicate whether Arabic language was significant in English language classrooms. Data 
findings of the participants’ responses showed that the majority 56%  (28) of teachers thought 
that using the Arabic language was not significant in English language classrooms in Oman 
(M=2.48, S. D=1.359). By contrast, 32% (16) of teachers answered that they agreed and 
strongly agreed that using Arabic language was significant in English language classrooms in 
Oman while only 12% (6) neither agreed nor disagreed with this statement, as shown in Table 
4.14.   
Table 4.14: Using students’ first language (Arabic) is significant in English language 
classrooms in Oman 
                       
  Frequency Percent
age 
Valid 
Percentage 
Cumulative 
Percentage 
Valid Strongly disagree 8 3.4 16.3 16.3 
Disagree 14 6.0 28.6 44.9 
Not sure 11 4.7 22.4 67.3 
Agree 13 5.6 26.5 93.9 
Strongly agree 3 1.3 6.1 100.0 
Total 49 21.0 100.0  
  Frequenc
y 
Percentage Valid 
Percentage 
Cumulative 
Percentage 
Valid Strongly disagree 17 7.3 34.0 34.0 
Disagree 11 4.7 22.0 56.0 
Not sure 6 2.6 12.0 68.0 
Agree 13 5.6 26.0 94.0 
Strongly agree 3 1.3 6.0 100.0 
Total 50 21.5 100.0  
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Furthermore, the questionnaire posed a question asking EFL teachers to indicate their 
perceptions on whether they thought that the Arabic language in the primary stages of learning 
the English language was very effective. In response to this statement, the majority of 
participants 64%  (32) of teachers disagreed and strongly disagreed, and they thought that using 
the Arabic language in the primary stages of learning the English language was not very 
effective (M=2.26, S. D=1.139). Only 22% (11) of teachers agreed, and 14% (7) of teachers 
had a neutral opinion in relation to this statement (see Table 4.15). 
Table 4.15: Using the Arabic language in the primary stages of learning the English 
language is effective 
  Frequency Percenta
ge 
Valid 
Percenta
ge 
Cumulative 
Percentage 
Valid Strongly 
disagree 
16 6.9 32.0 32.0 
Disagree 16 6.9 32.0 64.0 
Not sure 7 3.0 14.0 78.0 
Agree 11 4.7 22.0 100.0 
Total 50 21.5 100.0  
 
In the seventh question, teacher participants were asked to indicate whether the Arabic 
language helped the learners to express ideas easily. In total, 96% (48) of participants 
responded to this question. Data analysis of the participants’ responses indicated that most of 
the teacher participants 64%, (31) agreed and strongly agreed that using the Arabic language 
helped learners to express their ideas easily (M=3.50, S. D=.968). Only 20% (10) of teachers 
disagreed and strongly disagreed while 14% (7) of the participants responded that they were 
not sure, as can be seen in Table 4.16. 
 
 
 
 
 
Table 4.16: Using the Arabic language helps the learner to express his/her ideas easily 
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Figure 4.4 is a graphical representation of the distribution of teachers’ views on whether 
the Arabic language helps learners to express ideas easily, according to their teaching 
experience.   
 
Figure 4.4: The responses to whether using Arab language helps learners to express their 
ideas easily 
Concerning the pedagogical situations where EFL teachers believe that Arabic might 
be used, teacher participants had varied perspectives. However, the first question in this section 
aimed to find out whether the EFL teachers thought that the Arabic language was essential in 
the English classroom to present and clarify new word vocabularies or not.  According to the 
data findings, as illustrated in Table 4.17, half of the teachers 50%,  (25) disagreed and strongly 
disagreed with this statement (M=2.70, S. D=1.199). Conversely, 34% (17) of teachers replied 
  Frequency Percentage Valid 
Percentage 
Cumulative 
Percentage 
Valid Strongly 
disagree 
1 .4 2.1 2.1 
Disagree 9 3.9 18.8 20.8 
Not sure 7 3.0 14.6 35.4 
Agree 27 11.6 56.2 91.7 
Strongly 
agree 
4 1.7 8.3 100.0 
Total 48 20.6 100.0  
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that they agreed that using the Arabic language was essential in the English classroom to 
present and clarify new word vocabularies, while only 16% (8) of teachers had a neutral point 
of view. 
Table 4.17: The Arabic language is essential in English classroom to present and clarify 
new word vocabularies 
                              
 
              
 
 
 
 
 
The second question was aimed at establishing the participants’ levels of agreement on 
whether effective English language learning was grounded in using merely the English 
language in EFL classrooms. In response to this question (see Table 4.18), out of 49 
respondents, 69% (34) of teachers responded that they agreed and strongly agreed (M=3.78, S. 
D=1.026). On the other hand, 14% (7) of teachers answered that they disagreed and strongly 
disagreed, and the rest 16% (8) were not sure if effective English learning was based on using 
merely English in EFL classrooms or not.  
Table 4.18: Effective English language learning is grounded on using merely English 
language in the EFL classrooms               
  Frequency Percent
age 
Valid 
Percenta
ge 
Cumulative 
Percentage 
Valid Strongly disagree 1 .4 2.0 2.0 
Disagree 6 2.6 12.2 14.3 
Not sure 8 3.4 16.3 30.6 
Agree 22 9.4 44.9 75.5 
Strongly agree 12 5.2 24.5 100.0 
Total 49 21.0 100.0  
 
A cross-tabulation was done to determine the number of responses that agreed 
according to their teaching experience. Figure 4.5 presents the graphical impression of the 
  Frequency Percentage Valid 
Percentage 
Cumulative 
Percentage 
Valid Strongly 
disagree 
9 3.9 18.0 18.0 
Disagree 16 6.9 32.0 50.0 
Not sure 8 3.4 16.0 66.0 
Agree 15 6.4 30.0 96.0 
Strongly 
agree 
2 .9 4.0 100.0 
Total 50 21.5 100.0  
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influence of teaching experience on the teachers’ views on whether effective English language 
learning was grounded in using merely the English language in EFL classrooms.  
Figure 4.5: Responses as to whether effective English language learning is grounded in using 
merely the English language in the EFL classrooms.  
The questionnaire also had a question about whether teachers who used the Arabic 
language could better support and encourage learners to be involved in classroom activities. 
Data analysis of the participants’ responses to this statement shows that the majority of 
respondents 52% (26) disagreed and strongly disagreed and believed that using Arabic was not 
necessary to involve learners during classroom activities (M=2.54, S. D=1.110). However, 
24% (12) of teachers agreed and strongly agreed with this statement, and another 24% (12) had 
a neutral opinion, as can be seen in Table 4.19. 
 
 
 
Table 4.19: Teachers who use the Arabic language can better support and encourage 
learners to be involved in the classroom activities 
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The next question, which sought to find out if EFL teachers thought that the Arabic 
language was a helpful tool in finding out about students’ background and interests or not. Fifty 
participants responded to the item. Data findings obtained from the response to this statement 
showed that more than half 60%  (30) of the teachers believed that Arabic was not a helpful 
tool to find out about students’ background and interests (M=2.40, S. D=1.050). By contrast, 
18% (9) of teachers answered that they agreed and strongly agreed with this item and 22% (11) 
had a neutral opinion, as can be seen in Table 4.20. 
Table 4.20: The Arabic language is a helpful tool to find out about students' 
background and interests 
                                    
 
                         
 
 
 
 
 
With regard to checking learners’ understanding by using the Arabic language, the 
outcomes of the teachers’ questionnaire show that the majority 60% (30) of teachers held a 
negative perception towards the use of Arabic for checking learners’ understanding (M=2.52, 
S.D=1.233). However, 28% (14) of teachers agreed with this statement and 12% (6) replied 
that they were not sure if it was better to use the Arabic language to check learners’ 
understanding or not, as shown in Table 4.21. 
  Frequency Percenta
ge 
Valid 
Percenta
ge 
Cumulative 
Percentage 
Valid Strongly 
disagree 
10 4.3 20.0 20.0 
Disagree 16 6.9 32.0 52.0 
Not sure 12 5.2 24.0 76.0 
Agree 11 4.7 22.0 98.0 
Strongly agree 1 .4 2.0 100.0 
Total 50 21.5 100.0  
  Frequency Percentage Valid 
Percent
age 
Cumulative 
Percentage 
Valid Strongly 
disagree 
10 4.3 20.0 20.0 
Disagree 20 8.6 40.0 60.0 
Not sure 11 4.7 22.0 82.0 
Agree 8 3.4 16.0 98.0 
Strongly agree 1 .4 2.0 100.0 
Total 50 21.5 100.0  
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Table 4.21: It is better to use the Arabic language to check learners' understanding 
                                      
 
                             
 
 
 
 
Moreover, the teachers’ questionnaire had a question about whether it was very useful 
when a teacher uses the Arabic language for clarifying some problematic English language 
linguistic or grammatical rubrics from the EFL teachers’ point of view. The outcomes of this 
question are presented in Table 4.22. The data findings show that most of the participants, 54% 
(27) of teachers stated that the Arabic language was beneficial when EFL teachers used it for 
clarifying some problematic English language linguistic or grammatical rubrics (M=3.18, S. 
D=1.257). On the other hand, 32% (16) of teachers did not agree with this assessment while 
14% (7) of teachers had a neutral point of view regarding this statement. 
Table 4.22: It is very useful when a teacher uses the Arabic language for clarifying some 
problematic English language linguistic or grammatical rubrics 
 
 Frequency Percentage Valid 
Percentage 
Cumulative 
Percentage 
Valid Strongly disagree 7 3.0 14.0 14.0 
Disagree 9 3.9 18.0 32.0 
Not sure 7 3.0 14.0 46.0 
Agree 22 9.4 44.0 90.0 
Strongly agree 5 2.1 10.0 100.0 
Total 50 21.5 100.0  
 
To determine how individual teaching experience influenced the responses, a cross-
tabulation, as represented in Figure 4.6, was conducted. 
 Frequency Percentage Valid 
Percent
age 
Cumulative 
Percentage 
Valid Strongly 
disagree 
11 4.7 22.0 22.0 
Disagree 19 8.2 38.0 60.0 
Not sure 6 2.6 12.0 72.0 
Agree 11 4.7 22.0 94.0 
Strongly agree 3 1.3 6.0 100.0 
Total 50 21.5 100.0  
 120 
   
 
Figure 4.6. The effects of teaching experience on the view that it is very useful when the 
teacher uses the Arabic language for clarifying some problematic English language linguistic 
or grammatical rubrics.  
Concerning the pedagogical situations and contexts in which the EFL teachers tended 
to use Arabic in their classrooms, the last part of the teacher participants’ questionnaire had 
three questions. The first aimed to find out whether students benefit from teachers’ feedback if 
the Arabic language is used. Out of the total number of 50 participants, 44% (22) of teachers 
answered that they disagreed or strongly disagreed with this statement (M=2.68, S. D=1.236). 
On the other hand, 32% (16) teachers answered that they agreed or strongly agreed with this 
statement and believed that using the Arabic language to give feedback to learners about their 
performance and achievement was a beneficial teaching method. In addition, 24% (12) teachers 
had a neutral opinion as can be seen in Table 4.23. 
Table 4.23: Students benefit from teacher’s feedback if the Arabic language is used 
 
 
 
 
 
 
  Frequency Percentage Valid 
Percenta
ge 
Cumulative 
Percentage 
Valid Strongly disagree 12 5.2 24.0 24.0 
Disagree 10 4.3 20.0 44.0 
Not sure 12 5.2 24.0 68.0 
Agree 14 6.0 28.0 96.0 
Strongly agree 2 .9 4.0 100.0 
Total 50 21.5 100.0  
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In their replies to the next question, which aimed to find out if EFL teachers thought 
that using Arabic encouraged learners to participate more effectively in English language 
classrooms, teachers were split in their points of view. Data analysis of the participants’ 
responses, as seen in Table 4.24, shows that 48% (24) of teachers did not support the use of 
Arabic to encourage learners to take part in classrooms activities (M=2.66, S. D=1.118). By 
contrast, 26% (13) teachers answered that they agreed or strongly agreed that students usually 
participated more effectively in the English language classrooms when teacher used the Arabic 
language during EFL class activities. A further 26% (13) of teachers had a neutral opinion.  
Table 4.24: Students usually participate more effective in the English language 
classrooms when a teacher uses the Arabic language 
 
  Frequency Percentage Valid 
Percentage 
Cumulative 
Percentage 
Valid Strongly disagree 8 3.4 16.0 16.0 
Disagree 16 6.9 32.0 48.0 
Not sure 13 5.6 26.0 74.0 
Agree 11 4.7 22.0 96.0 
Strongly agree 2 .9 4.0 100.0 
Total 50 21.5 100.0  
 
Regarding using the Arabic language in English language classrooms to motivate 
learners, teachers had different points of view. Fifty participants responded to the question. 
Data analysis of the participants’ responses found that less than half of the EFL teachers 46%, 
(23) disagreed or strongly disagreed and believed that English language learners did not get 
motivated when the Arabic language was used in the classroom (M=2.72, S. D=1.196). By 
contrast, 30% (15) of teachers believed that Arabic could be used to motivate learners in 
English language classroom while another 24% (12) had a neutral opinion. These findings are 
shown in Table 4.25. 
 
 
 
Table 4.25: English language learners got motivated when the Arabic language was 
used in the classroom 
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  Frequency Percentage Valid 
Percentage 
Cumulative 
Percentage 
Valid Strongly disagree 9 3.9 18.0 18.0 
Disagree 14 6.0 28.0 46.0 
Not sure 12 5.2 24.0 70.0 
Agree 12 5.2 24.0 94.0 
Strongly agree 3 1.3 6.0 100.0 
Total 50 21.5 100  
 
4.2.1.1.4 Summary of the teachers’ questionnaire findings  
Teacher participants generally thought that the Arabic language could be applied in 
EFL classrooms for different functions. However, the teachers’ questionnaire findings indicate 
that 30 (or 60%) of teachers selected ‘Yes’, in asnwer to the question: ‘Should Arabic be used 
in EFL classroom’? However, the majority of the teachers believed that using only English in 
EFL classrooms could help students to learn it much better, and they claimed that using the 
Arabic language could simplify students’ English learning practice and help students learn the 
English language much better. Similarly, teachers stated that the Arabic language assisted 
learners to talk about their ideas easily. Moreover, EFL teachers claimed that the Arabic 
language was useful in teaching and in clarifying difficult English language linguistic and 
grammatical rules. In addition, EFL teachers reported that they used the Arabic language in 
many pedagogical practices such as explaining some new abstract vocabulary words, checking 
learners’ comprehension, ensuring class discipline and management, teaching the two 
languages’ tenses, and praising students for their outstanding achievements.  
Data obtained from the teachers’ questionnaires also indicated that some teachers 
believed that the Arabic language was not necessary to involve learners during classroom 
activities. Also, the findings showed that more than 50% of the participating teachers believed 
that Arabic language was not very helpful to find out about students’ backgrounds and interests, 
and they held a negative prespective towards the use of Arabic language for checking learners’ 
understanding. Furthermore, some other EFL teachers thought that the Arabic language should 
not be utilised in EFF classrooms for many reasons, including: 
 Supporting the use of an only English teaching and learning environment  
 Exposing learners to English language as much as possible  
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 Encouraging learners to practice English in their classrooms 
4.2.1.2 Students’ questionnaire  
             The students’ questionnaire was mainly carried out to obtain data from EFL students 
about their perceptions of the Arabic language usage in their classrooms in Oman. This 
questionnaire was distributed to a total number of 240 EFL students who were in grades 11-12 
from 8 males and females schools in 4 different governorates in Oman. A total number of 233 
students (115 male and 118 female) agreed to complete and return the questionnaire to the 
researcher. All learners had had a ten year experience in learning English as a foreign language 
(EFL). Additionally, Arabic language is the learners’ mother tongue. The students’ 
questionnaire was translated into Arabic by the researcher to make sure that all learners could 
answer the questions easily. The questionnaire included three sections: the first part was 
intended to elicit   general background information including their gender, class, and the 
governorates where their schools were located in Oman. The second part consisted of three 
four–point Likert scale items aimed at finding out about students’ perceptions about whether 
they thought that Arabic should be used and whether they wanted their teacher to adopt it in 
L2 classrooms. The third part provided details on participants’ perceptions using five-point 
Likert scale items to answer 16 closed-ended questions. 
4.2.1.2.1 Part 1: Background information  
The students’ questionnaire was mainly run to obtain data from EFL students about 
their perceptions of using the Arabic language in their classrooms in Oman. A sample of 240 
students were asked to participate in this study and 97% (233) student participants handed their 
questionnaires back to the researcher. These students were between 17 and 18 years of age. 
The student participants’ gender was almost equally distributed; 51% female and 49% male as 
illustrated in Figure 4.7 below. Table 4.26 further shows the numbers of participating students 
by gender and governorates. 
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Figure 4.7: Gender of respondent students (N=233) 
 
Table 4.26 Numbers of participated students by gender and governorates  
 
Students Governorate 
Total 
Muscat AlDhaharah AlSharqiah 
North 
AlDakhliya 
Male 59 56 0 0 115 
Female 0 0 61 57 118 
Total 59 56 61 57 233 
 
Like the teacher participants, the student participants were drawn from the same 
governorates of Muscat (25%), Al Sharqiah North (26%), Al Dakhliya (25%), and Al Dhaharah 
(24%), as shown in Figure 4.8. Two schools/teachers were selected from each governorate.  
Male
49%(115)
Female 
51%(118)
Respondent Students 
male female
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Figure 4.8: Student participants by governorates 
Table 4.27 below shows the numbers of participating students by classes and 
governorates.  
Table 4.27: Numbers of participated students by classes and governorates  
 
 
 
 
 
4.2.1.2.2 Part 2: Student perceptions  
Part two of the student participants’ questionnaire was composed of three four-point 
Likert scale items aimed at discovering learners’ perceptions about whether they thought that 
Arabic should be used and whether they preferred their teacher to use it in EFL classrooms in 
Oman. Students’ responses to the three questions were analysed as follows. 
The first student questionnaire item aimed to find out if they believe that the Arabic 
language should be used in English language classes in Oman. According to the data, more 
than half of the respondents, 57% (133), consisting of 30% (70) male students, and 27% (63) 
female students, selected ‘Yes’ to indicate that they believed that Arabic should be used in EFL 
classrooms. On the other hand, 43% (100), consisting of 19% (45) male and 24% (55) female 
Al Dakhliya
25%
Al Dhaharah
24%
Al Sharqiah North 
26%
Muscat
25%
Al Dakhliya
Al Dhaharah
Al Sharqiah North
Muscat
Classes 
Governorate 
Total Muscat AlDhaharah AlSharqiah AlDakhliya 
11 31 26 31 23 111 
12 28 30 30 34 122 
Total 59 56 61 57 233 
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students selected ‘No’, indicating that they thought that Arabic should not be used in EFL 
classrooms. Figure 4.9 below illustrates the student participants’ responses. 
 
Figure 4.9: Students’ perceptions of whether they thought Arabic should be used in English 
language classrooms? (N=233). 
 
The second question in part two of students’ questionnaire was about whether students 
liked their teacher to use Arabic language in EFL classrooms. In their responses to this 
question, students’ answers were varied. For instance, out  of 233 student participants, 45% 
(105), consisting of 23% (54) female and 22% (51) male students, answered ‘a little’ whereas 
36% (85), consisting of 19% (44) female students and  17% (41) male students, said 
‘sometimes’. Only 6% (14), consisting of 4% (9) female and 2% (5) male students, said they 
liked their teacher to use ‘a lot’ of Arabic in their English classrooms. However, 12% (29), 
consisting of 7% (17) female and 5% (12) male students, responded that they did not like their 
teacher to use Arabic at all while teaching the English language. These responses suggest that 
students mostly had negative opinions about the use of Arabic in EFL classrooms. Figure 4.10 
below shows students’ responses to this question.  
57% (133)
For
43% (100)
Against
Respondent Students
For Arabic in EFL classrooms Against Arabic in EFL classrooms
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Figure 4.10: Students’ perceptions of whether they liked their teacher to use Arabic in 
English language classroom (N=233) 
 
With regards to the third question of students’ questionnaire in part two, which aimed 
to find out  if learners desired to use Arabic language when they asked questions in EFL 
classrooms, data findings show that 37% (87), consisting of 13% (31) male and 24% (56 ) 
female students, answered  that they preferred to ‘never’ ask questions using Arabic in EFL 
classrooms. However, out of the total number of 233 participants of 30% (70), 15% (36) male 
and 15% (34) female students replied that they ‘sometimes’ preferred to use Arabic to ask 
questions. Moreover, 28% (66), consisting of 19% (44) male and 9% (22) female students said 
they ‘rarely’ asked questions in Arabic. On the other hand, 4% (10), consisting of 2% (4) male 
and 2% (6) female students, said that they ‘always’ preferred to ask questions using the Arabic 
language in their English classrooms. These results indicate that students mostly preferred the 
use of English while asking questions in EFL classrooms. Figure 4.11 below represents 
students’ responses to this question. 
 
Figure 4.11: Students’ perceptions of whether they preferred to ask questions in Arabic in 
English language classroom (N=233) 
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4.2.1.2.3 Part 3: Pedagogical situations of Arabic use by EFL students 
The third part of the students’ questionnaire provided data about what EFL students 
thought about using Arabic in EFL classrooms in Oman. A sample of (N) 233 students 
participated in the study. The five-point Likert scale had five categories: strongly agree, 
strongly disagree, not sure, disagree, and strongly disagree. The mean of >3 signifies 
agreement, three implies not sure, and <3 signifies disagreement. Table 4.28 shows the 
summary of students’ perspectives on the use of Arabic language in an English language-
learning environment. The gathered data show that all students agreed in general (mean score 
>3) about all the parameters, except for one item, that the Arabic language should be used in 
EFL classrooms in Oman (M =2.94, S.D=1.292). 
Table 4.28: Descriptive statistics of students’ perspectives on the use of Arabic language 
in EFL classrooms in Oman 
 
No
.  
Statements N Mean S.D Percentiles 
25th 50th 
(Median) 
75th 
1 It is very useful when a teacher uses the 
Arabic language for clarifying some 
problematic English language linguistic or 
grammatical rubrics 
233 3.97 1.144 3.00 4.00 5.00 
2 It is better to use the Arabic language to 
check learners' understanding 
233 3.64 1.253 3.00 4.00 5.00 
3 Students usually participate more 
effectively in the English language 
classrooms when a teacher uses the 
Arabic language during the EFL class 
activities 
233 3.52 1.243 3.00 4.00 5.00 
4 Using the Arabic language in the primary 
stages of learning the English language is 
very effective 
233 3.50 1.384 2.00 4.00 5.00 
5 Teachers who use the Arabic language 
can better support and encourage learners 
to be involved in the classroom activities 
233 3.47 1.303 2.00 4.00 5.00 
6 The Arabic language is a helpful tool to 
find out about students' background and 
interests 
233 3.46 1.171 3.00 4.00 4.00 
7 The Arabic language is essential in 
English classrooms to present and clarify 
new word vocabularies 
233 3.45 1.351 2.00 4.00 4.50 
8 Using the Arabic language can simplify 
students’ English learning practice 
233 3.45 1.266 3.00 4.00 5.00 
9 Using only English in EFL classrooms 
can help students learn it much better 
233 3.34 1.349 2.00 3.00 5.00 
10 Using the Arabic language in English 
classrooms could save time 
233 3.32 1.353 2.00 4.00 4.00 
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11 Using students' first language (Arabic) is 
significant in English language classes in 
Oman 
233 3.31 1.351 2.00 3.00 5.00 
12 Students benefit from teacher's feedback 
if the the Arabic language is used 
233 3.28 1.213 2.00 3.00 4.00 
13 Effective English language learning is 
grounded in using merely English 
language in EFL classrooms 
233 3.17 1.387 2.00 3.00 4.00 
14 English language learners get motivated 
when the Arabic language is used in the 
classroom 
233 3.08 1.328 2.00 3.00 4.00 
15 Using the Arabic language helps the 
learner to express his/her ideas easily 
233 3.06 .924 3.00 3.00 3.00 
16 The Arabic language should be used in 
English language classrooms in Oman 
233 2.94 1.292 2.00 3.00 4.00 
 
The first questionnaire statement in part three of the students’ questionnaire sought to 
find out if the Arabic language should be used in English language classes in Oman. As can be 
seen from Figure 4.12, students’ perspectives on the use of Arabic in English language 
classroom were varied. However, out of the total number of 233 student participants, 39% (90) 
strongly agreed 13% (30) or agreed 26% (60), with the statement that the Arabic language 
should be used in EFL classrooms (M=2.94, S.D=1.292). On the other hand, 41% (95) overall 
either strongly disagreed 16% (38) or disagreed 24% (57) with this statement. Lastly, 20% (48) 
of students had a neutral opinion or were not sure if Arabic should be used in EFL classrooms 
or not.  
 
Figure 4.12: The Arabic language should be used in English language classrooms in Oman 
(N=233) 
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The second questionnaire item examined if using the Arabic language can simplify 
students' English learning practice. As Figure 4.13 shows, out of the total number of 233, 50% 
(117) of students either strongly agreed 27% (62) or agreed 23% (55) that Arabic simplifies 
their English learning practice (M=3.45, S. D=1.266). However, many student respondents 
were either not sure 26% (60), strongly disagreed 8% (19) or disagreed 16%  (37) with this 
statement. 
 
Figure 4.13: Using the Arabic language can simplify student's English learning practice 
(N=233) 
 A cross-tabulation test was applied to establish the relationship between the students’ 
perception of the use of Arabic in English learning classroom and the opinion that using Arabic 
would simplify learning the English language. Table 4.29 below points out that, out of the 233 
students 9% (21) of students who agreed that the Arabic language should be used in English 
language classrooms in Oman also agreed that using it can simplify students' English learning 
practice (see the blue circle). The same can be said of the additional 4, 21, and 28 students 
within the blue cycle who all together make up 32% (74) participants (about a third of all the 
respondents) who both agreed that Arabic should be used in EFL classrooms in Oman and that 
it can simplify their English learning experience.  
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Table 4.29: The relationship between the perception of the use of Arabic language and 
the view that it can simplify students’ English learning practice 
  Using the Arabic language can simplify 
students' English learning practice 
Total 
Statement  Strongly 
disagree 
Disagree Not 
sure 
Agree Strongly 
agree 
The Arabic 
language should 
be used in 
English 
language 
classrooms in 
Oman 
Strongly 
disagree 
12 9 14 1 2 38 
Disagree 5 13 22 12 5 57 
Not sure 1 10 15 16   7 49 
Agree 0 3 7 21   28 59 
Strongly 
agree 
1 2 2 4 21 30 
Total 19 37 60 54 63 233 
 
Compared with students who said that the Arabic language would simplify English 
language learning in class, the majority of learners were of the opinion that using English only 
in EFL classrooms could help students to learn it much better. As can be seen in Figure 4.14, 
out of the total number of 233, 49% (115) of learners strongly agreed or agreed that using only 
English in EFL classrooms could help students to learn it much better (M=3.34, S. D=1.349). 
Conversely, only a few students either strongly disagreed 13% (31) or disagreed 14% (34). At 
the same time, a significantly large number of respondents 23% (54) were not sure whether 
English only classes would enable them to learn the English language much better.  
 
Figure 4.14: Using only English in EFL classrooms can help students to learn it much better 
(N=233) 
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The fourth students’ questionnaire statement indented to find out if adopting the Arabic 
language in EFL classrooms could save time. Figure 4.15 shows that more than half of the 
learners 52% (122) agreed or strongly agreed that using the Arabic language in English 
classrooms could save time (M=3.32, S. D=1.349). By contrast, 18 % (42) of students neither 
agreed nor disagreed, while 29% (69) either disagreed or strongly disagreed.  
 
Figure 4.15: Using the Arabic language in English classrooms could save time (N=233) 
In the fifth question, students were asked whether using students' Arabic language is 
significant in English language classes in Oman. Figure 4.16 below presents the views of the 
participating students. The data shows that out of the 233 students, 49% (114) agreed or 
strongly agreed that the use of Arabic by students was necessary for EFL classes in Oman 
(M=3.31, S. D=1.351). At the same time, 19% (45) of students neither agreed nor disagreed, 
and 32% (74) either disagreed or strongly disagreed.  
 
 
Figure 4.16: Response to knowing the significance of the Arabic language in EFL classrooms 
in Oman (N=233) 
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The sixth questionnaire item sought to establish whether using the Arabic language in 
the primary stages of learning the English language was very effective. Figure 4.17 shows that 
of the total number of 233 students, 58% (136) agreed or strongly agreed that using the Arabic 
language was very effective in the nascent stages of learning the English language (M=3.50, 
S. D=1.384). Only 15% (34) of students neither agreed nor disagreed, while 27% (63) either 
disagreed or strongly disagreed with this statement.   
 
 
 
Figure 4.17: Response to the effectiveness of using the Arabic language in the early stages of 
learning the English language (N=233) 
In their responses to the last question of part 3.A, which explored whether using the 
Arabic language helped learners to express their ideas easily, the majority of the participants 
59% (130) neither agreed nor disagreed (M=3.06, S. D=.924). However, 24% (56) students 
said they agreed and strongly agreed with this statement. On the other hand, 20% (47) of 
students said they disagreed or strongly disagreed, as they believed that using Arabic language 
might not help learners to express their ideas easily in EFL classrooms. The findings are 
illustrated in Figure 4.18.  
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Figure 4.18: Responses to how the Arabic language can help students to express their ideas 
in an EFL classroom (N=233)  
 
The following findings are concerned with the pedagogical situations/contexts in which 
EFL students choose to use Arabic. However, the students’ questionnaire included a question 
on whether the Arabic language was essential in the English classroom to present and clarify 
new word vocabularies. Figure 4.19 illustrates students’ perceptions. The data show that the 
majority of the students 60% (139) agreed or strongly agreed that language was important in 
the English classroom to clarify new vocabularies (M=3.45, S. D=1.351). Only 15% (35) of 
students had neutral opinions, while 25% (59) said that they disagreed or strongly disagreed 
with this statement.  
 
 Figure 4.19: Students’ perceptions of whether they thought that the Arabic language was 
essential in the English classroom to present and clarify new word vocabularies (N=233) 
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The second question in part 3.B of the students’ questionnaire asked participants 
whether effective English language learning was grounded in using merely English language 
in the EFL classrooms. As can be seen from Figure 4.20, out of the total number of 233 
students, 45% (105) agreed or strongly agreed that effective English language learning was 
grounded in using merely the English language in EFL classrooms (M=3.17, S. D=1.387). 
However, 20% (47) of students neither agreed nor disagreed. Yet, a significantly high number 
of respondents 35% (81) disagreed and strongly disagreed with this statement.  
 
Figure 4.20: Students’ responses to whether effective English language learning was 
grounded in using merely the English language in EFL classrooms (N=233) 
 
The students’ questionnaire also posted a question on whether teachers who use the 
Arabic language can better support and encourage learners to be involved in classroom 
activities. As can be seen from Figure 4.21, the majority of students; 55% (128) agreed or 
strongly agreed with this statement (M=3.47, S. D=1.303). However, 25% (60) of students 
answered that they disagreed or strongly disagreed while 19% (45) learners neither agreed nor 
disagreed with this statement.  
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Figure 4.21: Students’ perceptions of whether they thought that teachers who used Arabic 
could better support and encourage students to be involved in the EFL classroom (N=233) 
 
The students’ questionnaire also included a question which was designed to find out 
whether they thought that the Arabic language was a helpful tool to find out about students’ 
backgrounds and interests in EFL classrooms or not. As can be seen in Figure 4.22, 54% (126) 
of students agreed and strongly agreed with this item (M=3.46, S. D=1.171), while 22% (52) 
students neither agreed nor disagreed, and 23% (55) either disagreed or strongly disagreed.  
 
Figure 4.22: Students’ perceptions of whether they thought that the Arabic language was a 
helpful tool to find out about students’ background and interests (N=233) 
Furthermore, the fifth item in this part sought to examine if it is better to use the Arabic 
language to check learners' understanding. As can be seen in Figure 4.23, the overwhelming 
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majority of the students 67% (157 ) agreed or strongly agreed that it was better to use the Arabic 
language to check learners' understanding (M=3.64,S.D=1.253). However, 11% (27) of 
students had a neutral opinion and 21% (49) of students disagreed or strongly disagreed with 
this statement.  
 
 
Figure 4.23: Students’ perceptions of whether they thought that it was better to use Arabic to 
check students’ understanding (N=233) 
 
The students’ questionnaire also presented a question about students’ perceptions of 
whether they thought it was very useful when a teacher used the Arabic language to clarify 
some problematic English language linguistic or grammatical rubrics. Of the total number of 
233 students, 73% (171) agreed or strongly agreed that it was beneficial when a teacher used 
the Arabic language to clarify some problematic English language linguistic or grammatical 
rubrics (M=3.97, S. D=1.144). Only 14% (33) were not sure whether it could help explain 
some linguistic and grammatical problems, while 12% (29) disagreed or strongly disagreed 
with this statement. The findings are shown in Figure 4.24.  
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Figure 4.24: Students’ perceptions of whether they thought it was very useful when a teacher 
used the Arabic language for clarifying some problematic English language linguistic or 
grammatical rubrics (N=233) 
 
The following section describes the data gathered from the students’ questionnaire 
concerning the pedagogical contexts in which they tend to use Arabic in their EFL classrooms. 
Accordingly, the first item in students’ questionnaire, part 3.C., sought to establish if students 
benefit from the teacher's feedback if the Arabic language is used. According to the findings, 
the use of Arabic language in EFL classrooms is likely to help students benefit from the 
teacher’s feedback. Figure 4.25 shows that the majority of the students 49%, (115) agreed and 
strongly agreed with this statement (M=3.28, S. D=1.213). At the same time, 24% (56) of 
students had neutral opinions, while 26% (62) disagreed or strongly disagreed with this item.   
 
Figure 4.25: Students’ perceptions of whether they thought that learners benefit from the 
teacher’s feedback if the Arabic language is used (N=233) 
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Next, students were asked if students usually participate more effectively in the English 
language classrooms when a teacher uses the Arabic language during EFL class activities. The 
data, as seen in Figure 4.26 below, show that 55% (130) of the student participants agreed and 
strongly agreed that they usually contribute more effectively in the EFL classrooms when a 
teacher adopts the Arabic language (M=3.52, S.D=1.243). On the other hand, 21% (50) of 
students had a neutral opinion and 22% (53) disagreed or strongly disagreed with this item.  
 
Figure 4.26: Students’ perceptions of whether they thought that students participated more 
effectively when the teacher used Arabic during the EFL class activities or not (N=233) 
 
Finally, the student participants’ questionnaire explored the perspectives of the 
respondents regarding the use of the Arabic language for motivational reasons in EFL 
classrooms. Figure 4.27 shows that out of the 233 students, 37% (91) agreed and strongly 
agreed that learners got motivated when the Arabic language was used in EFL classrooms 
(M=3.08, S. D=1.328). By contrast, 27% (65) of the students were not sure, and 33% (77) 
either disagreed or strongly disagreed with this statement.  
 
Figure 4.27: Students’ perceptions of whether they thought that students got motivated when 
Arabic was used in EFL classrooms or not (N=233) 
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However, non-parametric tests (e.g. the Mann-Whitney test) were performed to 
illuminate the differences in perceptions between male and female teachers. As indicated in 
Table 4.30, there is a statistically important difference in the opinion that the Arabic language 
should be used in English language classes in Oman (U= 5337, p=.004). Also, the study has 
established a statistical significance in the variation of opinion regarding the idea that using the 
Arabic language in the primary stages of learning the English language is very effective (U 
=5341, p=.004). Although positive relationships exist among the other variables, they are all 
statistically insignificant.  
Table 4.30: Significance tests of the gender differences of students’ perspectives on the 
use of the Arabic language in English language learning classrooms in Oman 
Statements Mann-
Whitney 
U 
Z Asymp. 
Sig. (2-
tailed) 
1. The Arabic language should be used in 
English language classes in Oman 
5337 -2.883 .004 
2. Using the Arabic language can simplify 
students' English learning practice 
6251.5 -1.066 .286 
3. Using only English in EFL classrooms can 
help students to learn it much better 
6384 -0.799 .424 
4. Using the Arabic language in English 
classrooms could save time 
6584 -0.401 .689 
5. Using students' first language (Arabic) is 
significant in English language classes in 
Oman 
6189 -1.186 .235 
6. Using the Arabic language in the primary 
stages of learning the English language is 
very effective 
5341 -2.893 .004 
7. Using the Arabic language helps the learner 
to express his/her ideas easily 
6439 -0.743 .457 
8. The Arabic language is essential in the 
English classroom to present and clarify new 
word vocabularies 
4976.5 -3.636 .000 
9. Effective English language learning is 
grounded in using merely English language 
in the EFL classrooms 
6513 -0.54 .589 
10. Teachers who use the Arabic language can 
better support and encourage learners to be 
involved in classroom activities 
5795 -1.979 .048 
11. The Arabic language is a helpful tool to find 
out about students' backgrounds and interests 
5604.5 -2.37 .018 
12. It is better to use the Arabic language to 
check learners' understanding 
6008.5 -1.583 .113 
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13. It is very useful when the teacher uses the 
Arabic language for clarifying some 
problematic English language linguistic or 
grammatical rubrics 
6108.5 -1.391 .164 
14. Students benefit from the teacher's feedback 
if the Arabic language is used 
5857.5 -1.861 .063 
15. Students usually participate more effectively 
in the English language classrooms when the 
teacher uses the Arabic language during the 
EFL class activities 
6439 -0.693 .488 
16. English language learners get motivated 
when the Arabic language is used in the 
classroom 
6578 -0.412 0.68 
 
The first questionnaire item sought to find out if the Arabic language should be used in 
English language classes in Oman. The obtained Mann-Whitney Statistic was 5337. After 
correcting this value for tied rankings and converting to a z-score, it was significant at .004 
level. This shows that the probability of the two medians being equal is very small. Therefore, 
it can be concluded that there was a statistically significant difference between the median 
scores of students between the two genders. This means that male and the female students had 
different opinions on whether Arabic language should be used in English language classes in 
Oman.   
In addition, the sixth questionnaire item sought to establish whether using the Arabic 
language in the primary stages of learning the English language was very effective. The 
obtained Mann-Whitney Statistic was 5341. After correcting this value for tied rankings and 
converting to a z-score, it was significant at .004 level. This means that there was a statistically 
significant difference between the median scores of the male and the female students. 
Moreover, in the eighth questionnaire item, participants were asked if the Arabic language was 
essential in the English classroom to present and clarify new word vocabularies. The obtained 
Mann-Whitney Statistic was 4976.5. After correcting this value for tied rankings and 
converting to a z-score, it was significant at .000 level. This implies that there was a statistically 
significant difference between the median scores of the male and the female students. The tenth 
questionnaire item asked the respondents whether teachers who used the Arabic language could 
better support and encourage learners to be involved in the classroom activities. The obtained 
Mann-Whitney Statistic was 5795. After correcting this value for tied rankings and converting 
to a z-score, it was significant at .048 level. This means that there was a statistically significant 
difference between the median scores of the male and the female students. Finally, in the 
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eleventh questionnaire item, students were asked if the Arabic language was a helpful tool to 
find out about students' backgrounds and interests. The obtained Mann-Whitney Statistic was 
5604.5. After correcting this value for tied rankings and converting to a z-score, it was 
significant at .018 level. This shows that there was a statistically significant difference between 
the median scores of the male and the female students. 
By contrast, the following items show that there were no statistically significant 
differences between male and female learners. For example, the second questionnaire item 
examined if using the Arabic language could simplify students' English learning practice. The 
obtained Mann-Whitney Statistic was 6251.5. After correcting this value for tied rankings and 
converting to a z-score, it was not significant at .286 level. This indicates that there was no 
statistically significant difference between the median scores of the male and the female 
students. This implies that both the male and the female students agreed that using the Arabic 
language could simplify students' English learning practice. Additionally, the third 
questionnaire item sought to establish if using only English in EFL classrooms could help 
students to learn it much better. The obtained Mann-Whitney Statistic was 6384. After 
correcting this value for tied rankings and converting to a z-score, it was not significant at .424 
level. In conclusion, there was no statistically significant difference between the median scores 
of the male and the female students. Therefore, both the male and the female students believed 
that using only English in EFL classrooms could help students to learn it much better. 
The fourth questionnaire item aimed to find out if the usage of Arabic language in EFL 
classrooms could save time. The obtained Mann-Whitney Statistic was 6584. After correcting 
this value for tied rankings and converting to a z-score, it was not significant at .689 level. This 
means that there was no statistically significant difference between the median scores of the 
male and the female students. Because of this, both the male and the female students had the 
same level of agreement on the notion that using the Arabic language in English classrooms 
could save time. In the fifth question, students were asked whether using students' first 
language (Arabic) was significant in English language classes in Oman. The obtained Mann-
Whitney Statistic was 6189. After correcting this value for tied rankings and converting to a z-
score, it was not significant at .235 level. This implies there was no statistically significant 
difference between the median scores of the male and the female students. 
In the seventh questionnaire item, students were asked whether using the Arabic 
language helped the learner to express his/her ideas easily. The obtained Mann-Whitney 
Statistic was 6439. After correcting this value for tied rankings and converting to a z-score, it 
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was not significant at .457 level. This indicates that there was no statistically significant 
difference between the median scores of the male and the female students. Also, in the ninth 
questionnaire item, participants were asked whether effective English language learning was 
grounded in using merely the English language in EFL classrooms. The obtained Mann-
Whitney Statistic was 6513. After correcting this value for tied rankings and converting to a z-
score, it was not significant at .589 level. This shows that there was no statistically significant 
difference between the median scores of the male and the female students. 
The twelfth questionnaire item sought to examine if it was better to use the Arabic 
language to check learners' understanding. The obtained Mann-Whitney Statistic was 6008.5. 
After correcting this value for tied rankings and converting to a z-score, it was not significant 
at .113 level. This implies that there was no statistically significant difference between the 
median scores of the male and the female students. 
The thirteenth questionnaire item was designed to determine whether it was beneficial 
when a teacher used the Arabic language for clarifying some problematic English language 
linguistic or grammatical rubrics. The obtained Mann-Whitney Statistic was 6108.5. After 
correcting this value for tied rankings and converting to a z-score, it was not significant at .164 
level. This indicates that there was no statistically significant difference between the median 
scores of the male and the female students. The other questionnaire item sought to establish if 
students benefitted from the teacher's feedback if the Arabic language was used. The obtained 
Mann-Whitney Statistic is 5857.5. After correcting this value for tied rankings and converting 
to a z-score, it was not significant at .063 level. This implies that there was no statistically 
significant difference between the median scores of the male and the female students. 
Further, students were asked if students usually participated more effectively in the 
English language classrooms when a teacher used the Arabic language during the EFL class 
activities. The obtained Mann-Whitney Statistic was 6439. After correcting this value for tied 
rankings and converting to a z-score, it was not significant at .488 level. This means that there 
was no statistically significant difference between the median scores of the male and the female 
students. 
Lastly, students were asked whether English language learners got motivated when the 
Arabic language was used in the classroom. The obtained Mann-Whitney Statistic was 6578. 
After correcting this value for tied rankings and converting to a z-score, it was not significant 
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at 0.68 level. This shows that there was no statistically significant difference between the 
median scores of the male and the female students.  
Regarding the effect of learners’ grade levels on their perception about using L1 (Arabic 
language) in the EFL classrooms, as can be seen in Table 4.31, there were no significant 
differences between learners’ perceptions in grade 11 and grade 12.  
Table 4.31: The effects of student grade level on perception about the use of Arabic 
language in EFL classes 
 
          Statements 
 Sum of 
Squares 
df Mean 
Square 
F Sig. 
1. The Arabic language should 
be used in English language 
classrooms in Oman 
Between 
groups 
3.215 1 3.215 1.934 .166 
Within groups 383.944 231 1.662   
Total 387.159 232    
2. Using the Arabic language can 
simplify students' English 
learning practice 
Between 
groups 
1.387 1 1.387 .865 .353 
Within groups 370.295 231 1.603   
Total 371.682 232    
3. Using only English in EFL 
classrooms can help students 
to learn it much better 
Between 
groups 
.002 1 .002 .001 .972 
Within groups 422.212 231 1.828   
Total 422.215 232    
4. Using the Arabic language in 
English classrooms could save 
time 
Between 
groups 
2.591 1 2.591 1.417 .235 
Within groups 422.268 231 1.828   
Total 424.858 232    
5. Using students’ first language 
(Arabic) is significant in 
English language classrooms 
in Oman 
Between 
groups 
2.775 1 2.775 1.523 .218 
Within groups 420.976 231 1.822   
Total 423.751 232    
6. Using the Arabic language in 
the primary stages of learning 
the English language is very 
effective 
Between 
groups 
6.703 1 6.703 3.539 .061 
Within groups 437.546 231 1.894   
Total 444.249 232    
7. Using the Arabic language 
helps learner to express his/her 
ideas easily 
Between 
groups 
.013 1 .013 .015 .904 
Within groups 198.022 231 .857   
Total 198.034 232    
8. The Arabic language is 
essential in English classroom 
to present and clarify new 
word vocabularies 
Between 
groups 
4.960 1 4.960 2.736 .099 
Within groups 418.722 231 1.813   
Total 423.682 232    
9. Effective English language 
learning is grounded in using 
Between 
groups 
3.099 1 3.099 1.615 .205 
 145 
   
merely the English language in 
EFL classrooms 
Within groups 443.373 231 1.919   
Total 446.472 232    
10. Teachers who use the Arabic 
language can better support 
and encourage learners to be 
involved in classroom 
activities 
Between 
groups 
3.666 1 3.666 2.169 .142 
Within groups 390.403 231 1.690   
Total 394.069 232    
11. The Arabic language is a 
helpful tool to find out about 
students' backgrounds and 
interests 
Between 
groups 
3.885 1 3.885 2.858 .092 
Within groups 313.978 231 1.359   
Total 317.863 232    
12. It is better to use the Arabic 
language to check learners' 
understanding 
Between 
groups 
1.895 1 1.895 1.209 .273 
Within groups 362.097 231 1.568   
Total 363.991 232    
13. It is very useful when a teacher 
uses the Arabic language to 
clarify some problematic 
English language linguistic or 
grammatical rubrics 
Between 
groups 
.136 1 .136 .103 .748 
Within groups 303.589 231 1.314   
Total 303.725 232    
14. Students benefit from teacher's 
feedback if the Arabic 
language is used 
Between 
groups 
.113 1 .113 .076 .783 
Within groups 341.192 231 1.477   
Total 341.305 232    
15. Students usually participate 
more efficient in the English 
language classrooms when a 
teacher uses the Arabic 
language during EFL class 
activities 
Between 
groups 
.402 1 .402 .259 .611 
Within groups 357.796 231 1.549   
Total 358.197 232    
16. English language learners get 
motivated when the Arabic 
language is used in the 
classroom 
Between 
groups 
2.062 1 2.062 1.169 .281 
Within groups 407.388 231 1.764   
Total 409.451 232    
 
4.2.1.2.4 Summary of the students’ questionnaire findings  
The data obtained from student participants’ questionnaires confirmed that Arabic 
language has a role to play in teaching and learning English language in Oman EFL contexts. 
Learners are generally in agreement with the use of Arabic in their EFL classes for many 
purposes. For example, more than half of the respondents 57% of students selected ‘Yes’ as an 
answer to the question ‘Should Arabic be used in English classrooms?’, which indicated that 
learners believed that Arabic should be used in EFL classrooms as it can simplify their English 
learning. Furthermore, more than 60% of student participants stated that the Arabic language 
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was useful in explaining and introducing new word vocabularies. Moreover, the majority of 
students 73% thought that Arabic is important in clarifying grammatical points. In addition, 
more than half of the student participants agreed that they tended to participate more effective 
when their EFL teachers used the Arabic language. They also agreed that using the Arabic 
language could save their English language class time.  
However, student participants also hold some contradictory perspectives about using 
the Arabic language in their EFL classrooms. The following examples show that learners had 
varied opinions about the research statements: 
 57% of students agreed with the statement that ‘The Arabic language should be used in 
English language classrooms in Oman’, while 49% students thought that ‘the use of 
Arabic by the students is significant for EFL classes in Oman’. Moreover, 49% of 
students agreed that ‘using only English in EFL classrooms could help students to learn 
it much better’.  
 45% of students agreed that ‘effective English language learning is grounded in using 
merely the English language in the EFL classrooms’, while 55% of students agreed that 
‘using the Arabic language can better support and encourage learners to be involved in 
classroom activities’, and 67% of students agreed that ‘it is better to use the Arabic 
language to check learners' understanding’.  
Considering the analysis of the two questionnaires, it seems that the majority of 
participants advocated some Arabic language usage in EFL classrooms. On the whole, and 
based on answering the question ‘Should Arabic language be used in EFL classrooms?’, 60% 
of the questionnaire participants supported the idea of using Arabic in EFL classrooms and 
only 40% were against it, as can be seen in Table 4.32. 
Table 4.32: Breakdown of the participants’ perspectives towards the use of Arabic 
language in EFL classrooms in Oman  
Participants 
Perspectives 
For Against  
Teachers 60% 40% 
Students 57% 43% 
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             From a teacher's perspective, using the Arabic language in an EFL class simplifies the 
students’ English learning practice, helps learners to express their ideas easily, and helps in 
clarifying some problematic English language, linguistic or grammatical issues. However, 
teachers claimed that effective English language learning was grounded in using merely the 
English language in the EFL classrooms and that using only English in EFL classes could help 
students to learn it much better. In addition, both teachers and students believed that using 
Arabic was useful in some pedagogical situations; for example, students benefit from teacher's 
feedback when Arabic is used.  
4.3 Qualitative data 
4.3.1 Classroom observations  
The classroom observations basically aimed to obtain, through the two research 
questions, the functions for which teachers and students tend to use the Arabic language in EFL 
classrooms, were answered. The classroom observations allowed the researcher to witness live 
realistic interactions in real EFL classrooms. Moreover, the gathered data helped to verify the 
participants’ perspectives in their questionnaire answers.  
In order to extract as much related data as possible, the researcher decided to conduct a 
non-participant class observation. According to Hennink and et al (2013), “observation is a 
research technique that allows researchers to perceive and record people’s performance 
analytically, actions, and communications. The method also permits researchers to get a 
detailed explanation of social situations to put people’s behaviour within their socio-cultural 
setting” (p. 170). Additionally, classroom observation aims to check out the truthfulness of the 
participants’ perceptions presented to rise the validity of the research (Mackey & Gass, 2012).  
In this research, to collect data about the Omani context, where the teachers and the 
learners might use the Arabic language, the researcher observed six EFL classrooms (three 
male and three female) from two different governorates: Al Dhaharah and Al Dakhliya (three 
schools/teachers from each governorate). Thus, the researcher  visited six different schools and 
conducted six separate 40-minute classroom observations in the two governorates. Each 
teacher (classroom) was observed once, so the total observation was approximately 240 
minutes. However, the observation results provided in this section are drawn from a 
combination of quantitative and qualitative data analysis of classroom observations’ tape-
recording, checklists and field-note transcriptions.  
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Each class was audio-recorded from the beginning to the end, which was essential to 
capture any teaching incidents that might occur at any time during the lesson. The advantage 
of theses recordings was that they allowed me to confirm the accuracy of the data collected and 
offered protection against misrepresentation of what was said. Moreover, this recording was 
also necessary to ensure that the teacher-student dialogue could be analysed to check if the 
Arabic language was used, and if so, for what reasons, and whether the teachers were teaching 
CLT and were scaffolding students’ language learning. During the observation stages, the 
researcher sat at the back of the visited classrooms at a desk where my presence could be 
reduced as much as possible for both teachers and students. 
4.3.1.1 Participants  
In this study, the classroom observations of teacher participants/classes were selected 
from six grade 11-12 schools, named School 1 to School 6 (not real names) from two 
governorates named AlDhaharah and AlDakhliya, as shown in Table 4.33. 
Table 4.33: Summary of schools, governorates, teachers, and classrooms observed 
(Anonymised names) 
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School 1 (T1) Male Egyptian +20 12 1 40 
School 2 (T2) Male Tunisian  4 11 1 40 
School 3 (T3) Male Omani 3 11 1 40 
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lD
ak
h
li
y
a 
 
School 4 (T4) Female Omani +20 12 1 40 
School 5 (T5) Female Omani 5 12 1 40 
School 6 (T6) Female Omani 5 11 1 40 
One teacher participant from each school was sampled for the study. Thus, six EFL 
teachers participated in the study; T1, T2, T3, T4, T5, and T6 (not real names). Out of the six 
teacher participants, 50% were males (derived from School 1, School 2, and School 3) while 
the other 50% were females picked from School 4, School 5, and School 6. The teacher 
participants were from different nationalities. Specifically, T1 was Egyptian while T2 was 
Tunisian. Teacher participants T3, T4, T5, and T6, which translates to 67% teacher 
participants, were from Omani background. 
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It is also significant to note that teacher participants had different lengths of teaching 
experience. Their teaching experience ranged from 3 years to more than 20 years. Teachers T1 
and T4 had the most extensive teaching experience (more than 20 years), while teacher T3 had 
the shortest working experience (only three years). Teacher T2 had four years of teaching 
experience, while teachers T5 and T6 had five years of experience each. Teacher participants 
were also taught different grades. More specifically, teachers T1, T4, and T5 taught grade 12, 
while teachers T2, T3, and T6 taught grade 11 students. The researcher observed each of the 
participants while they conducted their actual teaching. The classroom observation lasted for 
40 minutes for each of the six schools. 
4.3.1.2 Organization of the schools’ classrooms 
The six EFL classrooms visited and observed by the researcher, were mostly big classes 
ranging between 30 and 33 students in single-gender schools. The organisation of all classes 
was similar where students’ desks were arranged into four rows and students could easily see 
the classroom presentations. However, this arrangement could be changed during the lessons 
activities where students could work either in pairs or change their desks into groups for 
supportive tasks whenever there was a need to do so. Students in these classes had been learning 
English since grade 4 in elementary classes at the age of six. The course book and workbook 
used in Oman were the second edition of Engage with English (2016). Students learn writing, 
reading, speaking and listening tasks through a communicative approach based on the teachers’ 
guidebook, which was regularly used by teachers throughout the teaching process. 
4.3.1.3 Arabic language functions in EFL classrooms  
Throughout the observation sessions, the focus was on why and when EFL teachers and 
their students tend to use the Arabic language in EFL classrooms. As previously mentioned, 
the observation data were collected through a mixture of a structured checklist and field-notes. 
The checklist covered the following categories: give instructions, check comprehension, 
explain new words, explain grammar, joke and praising, give feedback to the students, discuss 
assignments and tests, and error correction (see Appendix 6). These field-notes were useful 
when transcribing the teachers’ talk, to note down the sort of teacher-students and students-
students interactions, and students’ involvement in class activities. Moreover, they were useful 
to indicate the teaching aids applied during the classroom time, the kinds of activities learners 
were involved in, time used and any other things happening during the class observation. This 
was very helpful for transcribing the gathered data later as there was no need to transcribe the 
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whole lesson; only whenever teachers and students used the Arabic language during lesson 
time.   
A quantitative and qualitative analysis was adopted to analyse the classroom 
observation checklist and field-notes. The functions used for the Arabic language, along with 
their frequencies, were classified into two main categories of teachers’ and students’ purposes 
for Arabic language use. Specifically, the researcher determined what language the EFL 
teachers used in their classrooms. Additionally, the researcher ascertained for what purposes 
students used the Arabic language during EFL classrooms by calculating the frequency of 
Arabic language used and functions for such use.  
 To explain the results in a meaningful way, the researcher used tables and figures for 
a detailed explanation. However, the observed teachers were also interviewed later to find out 
whether or not there were any contradictions between their practices and perspectives. The 
word count processor was used to count the total number of Arabic words spoken during the 
six observation sessions. 
4.3.1.3.1.1 Giving instructions 
First, teachers used Arabic to give instructions, which happened 27 (26%) times during 
the observations sessions. The observed EFL teachers differed in their frequency of use of 
Arabic when giving instructions. More specifically, teacher T6 used Arabic to give instructions 
the most (8 times) while teacher T1 and T4 used it the least number of times (3 times). On the 
other hand, teacher T2 and T5 used Arabic to give instructions four times, while teacher T3 
used it five times. Overall, as Table 4.34 shows, the use of Arabic in giving instructions 
accounted for 26% of the use of Arabic by teachers.  
The following extracts illustrate the Arabic language use by two observed EFL teachers 
to give instructions while learners were doing group work tasks. Each group had a group leader 
who spoke on behalf of his classmates and each group was given a name. For example, in 
extract 1, T1 was explaining the task rubrics and the way it should be done using English and 
he translated the instructions into Arabic while he was monitoring the groups. 
Extract 1 
a. T1:  In this task, what should you do? 
b. T1: شيا بولطملا انه ؟   
c. T1: Do you know what the exercise is about? 
d. T1: نيمهاف؟   (Do you understand?) 
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In another example, T5 in one of the groups noticed that one of her students was not 
involved in the task, so she asked her in both English and Arabic to work with her classmates 
as extract 2 below illustrates.  
Extract 2 
a. T5:  Why do not you work with your friends (classmates)? 
b. T5: شيل ام لغتشتي مز عميلاتك؟  
c. T5: ول يتحمس يلغتشا عم ضعب  (please work together) 
The consequences of this study are aligned with those of earlier studies (e.g., Al-Nofaie, 2010; 
Al Sharaeai, 2012; Shuchi & Islam, 2016) all of which noted the use of L1 for creating an 
encouraging friendly environment for inductive learning.  
 
4.3.1.3.1.2 Checking comprehension 
The second important use of Arabic language in the observed classes was checking 
learners’ comprehension  15% (16) times. In the present study, the use of Arabic to check 
comprehension accounted for 15.4% of the use of Arabic by teachers. Teachers had different 
frequencies of using Arabic in checking understanding. More specifically, teacher T6 never 
used Arabic to check comprehension, while teacher T4 used this approach the most number of 
times (5 times). On the other hand, teacher T1 and T5 used it four times while teachers T2 and 
T3 used it once and twice respectively. Teachers reported using Arabic as a pedagogical tool 
to check comprehension. For example, in extract 3 below, T1 checked his learners’ 
comprehension using Arabic by asking the following questions: 
Extract 3 
a. T1: Who can tell what the difference between ‘vacation’ and ‘holiday’ is? (he wrote 
the two words on the board) 
b. T1: دحا  مهنيب قرفلا يلوقي  (What is the difference?) 
c. T1:  ؟نيينعملا نيب قرفلاا وش (What is the difference in meaning?) 
Similarly, Shuchi and Islam (2016) found that teachers’ use of the Arabic language in 
L2 lessons can aid understanding and make learners feel comfortable and confident.  
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4.3.1.3.1.3 Translation 
The third most significant use of Arabic language translation of all categories (40 times, 
or 38%), was to clarify the meaning of new terms. Teachers reported different frequencies of 
using Arabic to explain new L2 words. More specifically, teacher T2 used Arabic to explain 
new words the most number of times (15 times), while teacher T6 used it the least number of 
times (two times). On the other hand, teachers T5, T4, and T1 used Arabic to explain new 
words three, four, and five times respectively. Lastly, teacher T3 used Arabic to explain new 
words 11 times. The use of Arabic to explain new words has also been reported in earlier studies 
(Al-Nofaie, 2010; Al Sharaeai, 2012). The following extracts illustrate examples of Arabic use 
to define some L2 words. For instance, T2 was teaching a reading passage and spontaneously 
translated many new words into Arabic as shown in extract 4 below. 
Extract 4  
a. T2: look at the title. What does ‘aviation’ mean?  ؟اهانعم شيا 
b. T2:  ىنعملا وش فرعي مكنم دحا     
c. T2:   ناريط اهانعم  (It means flight) 
Similarly, T5 asked his learners to give the Arabic equivalents of the words and she 
picked those who knew the translations to answer her questions, as extract 5 shows. 
Extract 5 
a. T5: What does tour awesome mean? 
b. S: عئار, زاتمم  
c. T5: معن اهانعم عئار   (Yes, it means very good) 
d. T5: What is the meaning of airline cabin crew? 
e. S: مقاط  ةرايطلا  
f. T5:  تنسحا  معن (very good)  
g. T5: What about tour guides? 
h. S: نيدشرم نييحايس  
i. T5: tourists? 
j. S: حاوس 
k. T5: زاتمم   (excellent)  
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4.3.1.3.1.4 Explaining grammar  
The fourth use of Arabic was to explain grammar. In the current study, the use of Arabic 
in explaining grammar accounted for 7% of the functions of Arabic use during the observation 
sessions. However, teachers had different frequencies of using Arabic to explain grammar. 
Teacher T5 and T6, for example, never used Arabic to explain grammar. Arabic language use 
to teach and clarify grammar points was noticed in T1’s, T3’s, and T4’s classrooms as the 
extracts 6 and 7 show.  
In extract 6, T3 was explaining the using of present perfect continuous; he asked his 
learners to read the first short given paragraph, and to find 2 examples of the present perfect 
continuous. He used both English and Arabic to explain what present perfect continuous tense 
was, and to check that learners had understood what to do. 
Extract 6 
a. T3:  Do you have your reading text?  
b. T3:  Read the paragraph and underline the present perfect continuous عراضملا) 
ماتلا رمتسملا( 
c. T3:  ؟طقف نيلاثم تحت طخ طحو ةرقفلا فوش  (look at the paragraph and underline only 2 
examples) 
d. T3:  ةرمتسم تلاز امو يضاملا يف تثدح ءايشا (actions happened in the past and is still 
continuing. 
e. T3:  ؟ بولطملا شيا حضاو  (Do you understand?)   
Similarly, in extract 7 below, T4 was resorting to the Arabic language to check that 
her learners understood the usage of present simple and past simple by saying: 
Extract 7 
a. T4:  ىتم مدختسن عراضملا ؟طيسبلا  (When do you use the present simple?) 
b. T4: م مدختسن ىتيضاملا  ؟طيسبلا   (When do you use the past simple?) 
c. T4:  عم يا ؟ مهيف دحاو  ‘ed’  مدختسن (In which one do we use ‘ed’?) 
  
4.3.1.3.1.5 Confirming and giving feedback  
The fifth use of Arabic was to give feedback. This statement accounted for 9% of the 
functions of Arabic. Teachers differed in the frequency of their use of Arabic to give feedback. 
For example, T1 never used Arabic to give feedback, while teachers T2, T3, T5, and T6 used 
it twice. On the other hand, teacher T4 used Arabic to give feedback only once. Teachers tend 
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to confirm their learners’ responses usually by saying in Arabic ‘good’, ‘excellent’, ‘that is 
great’, and sometimes they use Arabic to repeat learners’ answers in words or phrases to show 
agreement with the translation. For instance, as extract 8 shows, T6 was using Arabic to 
confirm her learners’ answers when she asked the class what the main idea was of the second 
paragraph (reading task). 
Extract 8 
a. T6:  Who can tell me what is the main idea of paragraph two? 
b. S:  نع  يف ةيلخادلا ةحايسلانامع  (about interior tourism in Oman) 
c. T6: حيحص  نامع يف ةيلخادلا ةحايسلا نع  
4.3.2.1 Teachers’ interviews  
As previously stated (in chapter Three), the semi-structured interviews were designed 
to support and build on the findings from the questionnaires and the classroom observation 
data. Therefore, to explain the outcomes from the classroom observations, the teachers who 
participated in the classroom observations, along with six of their students from the same 
observed classes, were again interviewed. Although the researcher came to know the teacher 
participants through the school principals, an additional effort was made to get their approvals 
through introducing myself and making the consent letter, which shows the purpose of the 
research, similar to the letter given to the school leaders. With regards to the teacher 
participants, as shown in Table 4.36, the six EFL teachers were both males and females and 
were selected from six different schools, were from different nationalities, and had different 
teaching experience.  
Table 4.36: Summary of EFL teachers interviewed (Anonymised names) (N=6) 
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School 5 (T5) Female Omani 5 
School 6 (T6) Female Omani 5 
 
A list of six pre-formulated, open-ended questions (see Appendix 4) was utilised to 
carry out the interviews. These questions were formulated to understand whether the teachers 
used Arabic or not, and in what teaching and learning situations. Moreover, the questions also 
dealt with for what particular activities teachers considered using the Arabic language was 
essential. Other questions dealt with whether teachers encouraged and allowed their students 
to apply the Arabic language and why. Teacher participants were also asked if they believed 
that using the Arabic language could facilitate learners’ English language learning. The 
interviews were done in English with all the six EFL teacher participants. Greetings started 
each interview and developed slightly differently, depending on the nature of the teacher 
participants considering the questions and the types of responses. Each interview lasted 
between 20 to 40 minutes. For each teacher participant, the researcher conducted the semi-
structured interviews one-to-one in order to ensure privacy and explore the participant’s 
responses in depth. The audio recordings of the semi-structured interviews with the six EFL 
teachers, both male and female, were audio-recorded and then analysed by the NVivo software 
program.   
The main concerns that arose from the data resulted in descriptive ‘open codings’, 
which were later combined and compared to primary categories as themes (Richards, 2005). 
This section presents the findings of the six interviews with EFL teachers conducted by the 
researcher.  
4.3.2.2.1 Teachers’ perspectives  
In responding to the first question [‘Why do (or do not) you use the Arabic language in 
your English language classrooms?’], teacher participants had various perceptions of the use 
of the Arabic language, but they agreed that the Arabic language had a role to play in their 
classrooms’ daily teaching practices for different purposes. Still, there were two primary 
functions of Arabic language use: teachers used the Arabic language as a teaching tool, while 
the second function related to using the Arabic language for classroom management and 
discipline. In line with these findings, similar uses of the first language in English language 
classrooms were mentioned by Cameron (2001) and Tang (2002) who both stated that the first 
language could play a helpful role when clarifying language structure, explaining compound 
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grammar and challenging ideas, offering feedback, and keeping classroom discipline. The 
following examples reveal the use of Arabic language by teacher participants in their daily 
teaching: 
“For me, using the Arabic language is essential in teaching English here in Oman.  
 Students need to be helped in understanding some aspects, new words, instructions 
 related to exams, homework, and Arabic can be used to do that” (T3). 
“For low proficiency students, I believe they need the Arabic language to understand 
 English tasks” (T5). 
“A short cut to introduce some new words, abstract words such as the word ‘passion’ 
 and many others” (T1).  
The data shows that there were five primary themes that appeared from the semi-
structured interviews’ first question, which provided insights into using the Arabic language as 
a teaching tool in EFL classrooms. Table 4.37 below summarises these themes related to the 
EFL teachers’ perspectives.  
Table 4.37 Arabic language usage from the teachers’ perspectives  
 
  Teachers 
 Using the Arabic language as a teaching device for explanation  
 To explain new vocabularies’ meanings  
 Arabic helps and encourages low proficiency students to learn English 
 To clarify some grammatical aspects 
 Using the Arabic language in classroom management and keeping 
discipline 
 
4.3.2.2.1.1 Arabic language as a teaching device  
Teacher participants indicated that they applied the Arabic language as a teaching aid 
to explain aspects related to classroom practices. For example, T1 believed that using Arabic 
could help to encourage low proficiency students in doing some tasks during the lesson: 
“I am using Arabic to simplify my instructions in the classroom, and this might help 
 especially for low achievers to encourage and support them to participate in doing the 
 lesson tasks” (T1). 
Similarly, T3 used Arabic to check learners’ comprehensions: 
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“I am giving instructions in English, but when I see that they (students) did not get 
 what I mean usually I have to repeat it in Arabic” (T3). 
 Nevertheless, T4 indicated that using the Arabic language was important in doing 
communicative tasks: 
“Yes, when giving instructions, especially in productive tasks like writing and reading 
 tasks, I think using Arabic might help to clarify the tasks for all students, but if the tasks 
 are direct and easy to achieve, I think no need to shift to the Arabic language. I think 
 using Arabic can make tasks more interesting, communicative, and meaningful because 
 all students can participate and be involved in the lesson activities” (T4). 
These findings are in line with the conclusions of an earlier study done by Cook (2001), 
who recommended that teachers could apply learners’ first language in many classroom 
practices, including “to offer a shortcut for giving directions and explanations” (p. 418).  
4.3.2.2.1.2 Explaining new vocabularies’ meanings  
Many researchers believe that the English language must be used as much as possible 
in the English language classrooms to expose learners to satisfactory English practice. The 
teacher participants commented on the difficulties they faced in explaining specific terms using 
the English language. The findings of this research suggest that most of the teacher participants 
agreed and supported the use of Arabic in their EFL classrooms to clarify the meanings of 
ambiguous and unknown vocabularies. For instance, T3 said that he applied the Arabic 
language to introduce and clarify the meaning of unfamiliar concepts to maintain the lesson 
time and check learners’ comprehension: 
“Arabic is used in my classrooms whenever there are any new and unfamiliar words 
 in order to save time and keep on going with the lesson, it is important to make sure 
 that learners got the meaning probably” (T3).   
Yet, the teacher participants confirmed that they shifted to Arabic language only after 
adequate English language explanations.  For example, T4 said: 
“I use Arabic as the last option to make the meaning clear to all students”.  
Similarly, T6 said: 
“I use Arabic to define and clarify the meaning of some new words but not before
 using other teaching techniques such as miming, drawing on the board, using body 
 language, and giving synonyms” (T4). 
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In addition, T5 commented that it was easier and faster to use Arabic to explain any 
new terms by saying:  
“When I use only English, my students usually take a longer time to get my 
 explanations compared to when I use Arabic and English” (T5). 
Similarly, T2 thought that Arabic should be applied in EFL classrooms: 
“It (Arabic) can be used to explain particular complex vocabularies and any grammar 
 points; I do not think Arabic should be banned in EFL classrooms” (T2). 
These findings are in line with Turnbull (2001) who proposed that teachers might apply 
learners’ first language in proper ways to assist learners with comprehending unfamiliar words. 
In addition, Machaal (2012) and Salah and Farrah (2012) confirmed that the first language 
should be used whenever it is essential, and it could be valuable in clarifying vocabularies and 
simplifying comprehension. Similarly, Tang (2002) and Lee and Macaro (2013) found that one 
of the students’ first language uses was to define difficult or abstract words.  
4.3.2.2.1.3 Encouraging low proficiency students  
Further, teachers were asked “Why do you (or do you not) use the Arabic language in 
your English language classrooms”? In response to this question, the majority of interviewed 
EFL teachers reported that it was very important to consider students’ English language 
proficiency levels in relation to the usefulness of EFL teachers’ use of Arabic (L1). This was a 
key consideration in determining the frequency and amount of Arabic language in classrooms. 
In this regard, T4 said that Arabic language was important to help learners, especially for those 
who came from the arts stream as the majority of them faced difficulties in using English 
sufficiently. As he put it: 
‘I think Arabic could be used if we think that can push them’ (T4).  
T3 and T6 attributed this to the fact that some words are not clear in English and require 
translation into the Arabic language.  Participant teachers attributed this to the poor English 
language practice outside schools, as T6 illustrated as follows: 
“Frankly speaking, here in Oman students are weak in English. They do not speak 
 English outside the classroom, which makes it difficult to deliver lessons in only 
 English, and so I think using Arabic in teaching grammar, for example, is important” 
 (T6).  
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Students’ English level seems to be a key point to determine the frequency and amount 
of Arabic language used in classrooms. The teacher participants believed that using the Arabic 
language could help low proficiency students. According to the data, the frequency of Arabic 
language usage varied from one class to another and from one stream to another. As T4 said: 
“In fact, I have different experiences in teaching different classes here in Oman. We 
 have sciences stream and arts stream, where students have to choose any stream or 
 section according to their English level. Indeed, students who choose the art stream are 
 usually those who have difficulties or are not as good at science subjects as psychics 
 and chemistry, and they highly depend on memorisations. It (Arabic) is necessary and 
 can help a lot in improving their (students’) English level. I believe these learners 
 mostly should be helped and encouraged to learn English and, as English teachers, we 
 have to follow or adopt any way or technique to help them including using Arabic if 
 needed. I think Arabic could be used if we think that can push them (students)” (T4).  
In addition, T2 emphasised the importance of the Arabic language in helping weak 
learners to understand difficult English concepts: 
“I think for some weak students some concepts are complicated to understand for the 
 first time, so I believe using Arabic, in this case, is effective” (T2). 
Moreover, for some teachers, allowing the Arabic language in the English classrooms 
is a significant teaching tool to motivate low achieving learners to participate in classroom 
activates. As T3 noted: 
“Using two languages (English and Arabic) is believed to motivate low achiever 
 learners to participate in classrooms activities because they can say something in their 
 language which at the last support their learning process” (T3).   
Furthermore, in responding to the question of ‘why do you use Arabic in the EFL 
classroom’, T6 answered that she was forced to do so due to learners’ low levels of English: 
“Yes, I use it (Arabic) because sometimes we (teachers) are forced to use Arabic to  
clarify some aspects for learners because of their English low level. I usually use it in 
 teaching vocabulary to make sure that students can understand the meaning of these 
 words” (T6). 
The use of the first language to motivate and encourage low proficiency students has 
also been specified in many previous studies. For example, Al-Nofaie’s (2010) study indicated 
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participants’ preferences to use the Arabic language with students of low proficiency levels, 
especially when defining unfamiliar concepts, introducing grammatical points and for exam 
instructions. Additionally, Miles (2004) also stressed the need for the first language with lower 
level students to teach grammar, to avoid any misunderstanding on the learners’ part.  
4.3.2.2.1.4 Clarifying some grammatical aspects 
Teacher participants highlighted different teaching and learning situations where the 
Arabic language could also be used, including introducing abstract and complex grammatical 
rules. For instance, T4 clarified that she sometimes used Arabic in teaching reading and 
grammar: 
“When we (teachers) try to teach the meaning of the words in English, and we notice 
 that students did not understand or could not grasp the meaning then we shift to Arabic. 
 Mostly, we are using Arabic in teaching reading skill and grammar especially teaching 
 abstract words and sentence structure” (T4).  
Similarly, T5 highlighted the use of Arabic language in teaching grammatical rules 
related to the structure of English language: 
“Using Arabic is important in teaching some grammatical rules, which are related to 
 the structure of both English and Arabic. For example, you (teacher) give a phrase in 
 English and the same phrase in Arabic so comparing the two different structures could 
 help learners to understand the English grammatical rules” (T5).  
Additionally, T1 pointed out that the Arabic language was essential to explain some 
difficult grammatical concepts including tenses: 
“I think it is essential in some cases to make use of Arabic language to clarify things 
 because although you give many examples but still some learners could not understand 
 certain grammatical points such as grammar tenses including tenses in active and 
 passive voice” (T1).  
Previous studies by Levine (2014) and Jabbar (2012) support these findings and have 
suggested that first language use could be useful for explaining challenging grammar aspects, 
new vocabularies and complex ideas.  
4.3.2.2.1.5 Using Arabic in classroom management and discipline 
Concerning the use of the Arabic language as a classroom management tool, 4 out of 6 
of interviewed teachers reported that Arabic helped them to clarify some complex aspects 
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related to maintaining class discipline, informing about homework requirements, administering 
exams and quizzes, and conveying important academic dates. Regarding giving instructions, 
the interviewed teachers supported the idea of using Arabic to clarify exams instructions and 
discuss homework and assignments. For instance, T6 said that she usually used Arabic to talk 
about exams and homework to avoid learners’ misunderstandings. 
Arabic language was used by teacher participants for classroom management and 
discipline purposes. Thus, four teachers (T1, T3, T5 and T6, or 67%) believed that the Arabic 
language was needed to clarify some complex aspects related to maintaining class discipline, 
homework, exams and quizzes, and some important academic dates. For example, T1 stated 
that: 
“Using Arabic is needed to make sure that all learners have understood the 
 instructions related to exams such as the date and what teachers expected from students 
 to do in the exam room” (T1).  
T5 stressed the importance of giving clear instructions about homework tasks: 
“I think it is important to give and do some examples of the targeted tasks using Arabic, 
 if compulsory, to check students’ understanding before asking them to do these tasks as 
 a homework” (T5).  
Moreover, T3 claimed that he used the Arabic language to make sure that learning had 
taken place: 
“Yes, (I use Arabic) but in certain situations. I use Arabic only with weak students and 
 maybe when I am talking with individual students giving them some important 
 instructions related to exams for instance so they can understand what I am saying and 
 what I want them exactly to do” (T3).   
Similarly, T6 said:  
“Yes, mostly I use Arabic in keeping class discipline and giving some instructions, 
 especially during exams or short quizzes” (T6).  
These findings are in harmony with Nation’s (2003) findings, which revealed that in 
English language classrooms teachers apply the learners’ first language to maintain class 
discipline.  
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4.3.2.2.1.6 Using Arabic in EFL classrooms (insights from classroom observations) 
This section mainly concerns the purpose and functions of using Arabic by both 
teachers and their learners. The discussion specifically covers the following: which language 
(English or Arabic) do teachers use in their teaching activities and why do Omani students use 
Arabic in their EFL classrooms. Throughout the observations, the researcher intentionally 
focused on why and when EFL teachers and their students used the Arabic language in the EFL 
classrooms in the Omani context.  
The observation data highlight the necessity for EFL teachers to incorporate more 
student-centered methods to their teaching practices, specifically with regard to enhancing 
learners’ abilities to use L2 properly. According to the observations in the classrooms, and as 
earlier mentioned, observed teachers emphasised structures and vocabularies. It looked like 
teachers thought that learning grammatical rules was what learners needed to master in L2 in 
order to get high marks in their exams. One explanation for this result is that these EFL teachers 
follow methods that prepare learners for the final exam, which is one of the main issues. It was 
observed that teachers and students act as information providers, and listeners or receivers 
respectively.  
All of the six observed classes were teacher-centred classes. Teachers demonstrated 
classroom talk, while students listened and talked whenever they were asked to answer 
questions or discuss group-work tasks, or to replay any of the teacher’s instructions. It was also 
found the EFL teachers relied heavily on the use of the Engage with English textbooks as the 
only teaching resources used and, accordingly, EFL teachers applied the topics and materials 
provided without much creativity. Teachers mainly focused on using the activities and 
exercises in the order in which they were written in the students’ textbook and teacher’s 
guidebook. A possible reason for this is the power of the teacher-centered method, where 
teachers control classroom time by talking, and learners are seen as listeners. In what follows, 
teachers’ and learners’ reported uses of the Arabic language during the classroom observations 
is discussed.   
The main purpose of the classroom observations was to find out why teachers use the 
Arabic language in their EFL classrooms, so that this could be compared to their perspectives 
found in their answers to the questionnaires. However, as previously mentioned, teachers 
considered Arabic as a facilitating teaching and learning tool to help enhance learners’ 
progress. Furthermore, teachers had positive perceptions of Arabic language use in some 
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specific situations. During the observations, many situations where Arabic language was used 
by teachers and students to enhance L2 learning were noted. For example, teachers applied the 
Arabic language for teaching different tasks such as introducing new vocabulary words, 
explaining grammatical rules, clarifying task instructions to facilitate understanding for 
learners, and classroom management. Teachers tended to talk to learners in Arabic about 
attendance, exams, and to raise some personal issues. These findings align with other findings 
from the literature (Cook, 2001; Nazary, 2008; Sipra, 2013).  
The functions of Arabic language use by learners in grades 11-12, who took part in this 
research, are presented. As previously mentioned, the EFL classrooms in Oman are generally 
considered to be teacher-centered classrooms where the teacher is basically the only speaker 
and information source. Learners speak only when they are given the chance to answer their 
teacher’s questions. As shown in Table 4.35 and Figure 4.29, the use of Arabic by students 
served different purposes in this context. 
Table 4.35: Why students use Arabic in their EFL classrooms in Oman 
Schools Classes 
Practice and frequency of Arabic use by 
students 
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SC1 
C12 
(Male) 
5 3 4 4 10 26 
SC2 
C11 
(Male) 
7 7 7 4 8 33 
SC3 
C11 
(Male) 
4 6 4 3 10 27 
SC4 
C11 
(Female) 
3 2 2 1 12 20 
SC5 
C12 
(Female) 
1 2 2 3 5 13 
SC6 
C12 
(Female) 
3 0 2 0 5 10 
 
Total 
23 
18% 
20 
15% 
21 
16% 
15 
12% 
50 
39% 
       
         129 
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Figure 4.29: Why students tend to use the Arabic language in EFL classrooms in Oman 
First, students used Arabic to ask for clarifications. It is worth noting that the use of 
Arabic by students to ask for clarifications differed significantly across different student 
cohorts. Students from School 5 used Arabic to ask for clarifications the least (only once), 
while those of School 2 used it the most (7) times. Furthermore, students from school schools 
4 and 6 used Arabic to ask for clarifications three times while their counterparts from schools 
3 and 2 used Arabic to ask for clarifications three and seven times respectively. The following 
extract illustrates the learners’ use of Arabic in asking for clarifications from classmates. 
Extract 9 
a. S1. Teacher,   ؟انه يوسن شيا (What should we do in this task?)  
b. S1. بابش شيا ؟يوسن شيا ؟بولطملا   (What to do here (task)? 
c. S2. بتكا   ةلمجلاةحيحص   (Write down the sentence correctly) 
d. S1. ؟حيحص   ةلهس نذا  (Are you sure? Then it is easy) 
Overall, the use of Arabic for clarifications accounted for 18% of the use of Arabic by 
students. Past studies have also reported students’ use of their mother tongue in seeking 
clarifications (Al Sharaeai, 2012).  
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The second use of Arabic by students was for participation in classroom activities. 
Overall, the use of Arabic for participation in classroom activities accounted for 15% of the 
use of Arabic by students. Regarding the frequency of usage, participants from school six did 
not use Arabic for participation in classroom activities. By contrast, their counterparts from 
schools 4 and 5 used this approach twice, while those from school 1 used it once. Lastly, 
students from school 3 and school 2 used Arabic for participation in classroom activities six 
and seven times respectively. As extract 10 shows, these learners used Arabic to get their 
teacher’s attention to thereby give them the chance to answer his questions.  
Extract 10 
a. S1. أان   teacher (Me, teacher) 
b. S2. شيل  انا ينلاست ام  teacher ؟  (Teacher, why don’t you ask me?) 
The third use of Arabic by students was to discuss instructions and feedback with 
classmates. The use of Arabic in discussions around instructions and feedback accounted for 
16% of the use of Arabic by students. The frequency of usage of Arabic in discussing 
instructions and feedback differed across different student cohorts. Students from schools 4, 5, 
and 6 used Arabic to discuss instructions and feedback less frequently (2) times when compared 
to their counterparts from school 2, who used this approach the most (7) times. Lastly, students 
from schools 1 and 3 used Arabic in their discussions about instructions and feedback four 
times. Extract 11 shows for example that learners used Arabic to discuss instructions and to 
confirm answers during a group work activity.  
Extract 11 
a. S1. ؟ teacher  لحلا يف كيار شيا (Teacher, what do you think of our answer?) 
b. S2. هلك ؟حص   (Is it right?) 
Thus, the data obtained from classroom observations showed that all of the six observed 
EFL teachers occasionally used the Arabic language in their classrooms for different functions 
with varying degrees of frequency (see Figure 5.1). One possible explanation for this variation 
in using Arabic by teachers is the learners’ English proficiency level, and students are in science 
stream classes are generally better than those in the arts stream. Thus, students in the science 
stream needed less Arabic translation than those in the arts stream. For example, during the 
classroom observations, the researcher noticed that teachers T5 and T6, in teaching science 
stream classes, used less Arabic than T3 and T2 who taught in arts stream classes. During the 
classroom observation, explaining new words, give instructions and checking comprehension 
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were the top functions in using Arabic for all teachers. Another reason for the variation in 
Arabic use was the lesson level and the planned objectives. In other words, teachers usually 
switched to Arabic when explaining new words (40 times), or during reading tasks where 
learners had to do multiple tasks that tested different abilities and functions. Learners were 
observed reading from different written text lengths more than trying to perform a 
communicative task in L2. Additionally, not many opportunities were provided to learners to 
use L2 communicatively during the observed classroom times. This daily teaching routine 
might force learners to switch to Arabic in order to understand and complete different tasks, 
even if they are not able to produce any creative L2 outputs or use the L2 in a communicative 
way. Another possible explanation of the varied use of Arabic is that both teachers and learners 
shared Arabic language as a mother tongue language. Thus, it was observed that some teachers 
from the arts stream classes (T2, T3 and T4) did not try hard enough to use English to 
communicate with their learners, as they believed that these learners would not easily 
understand their instructions, feedback and explanations if only the English method was 
applied. In addition, the researcher noticed that some of the observed teachers used Arabic to 
remind students to complete their target tasks, as they believed Arabic could save time.  
 
Figure 5.1: Functions of teachers’ use of the Arabic language 
As previously mentioned, the classrooms in Oman are considered to be teacher-
centered, where the teacher normally leads the class talk and learners might be given some 
chances to practice English while doing group-work or answering the teachers’ questions. The 
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findings showed that the majority of learners used Arabic in their EFL classrooms for different 
purposes. Further to this, students used the Arabic language mainly in the following functions 
(see Figure 5.2). First, students tended to use Arabic to ask for clarifications and to get their 
teacher’s attention to participate in classroom activities and answer questions. Also, students 
used Arabic with classmates to speak about personal issues, including asking classmates for a 
pencil or to pass a notebook and sometimes to call for help from classmates concerning, for 
example, a word’s meaning. Lastly, the most obvious Arabic utilization was in doing group 
work activities as the researcher could hear Arabic being spoken in all groups.  
 
 
Figure 5.2: Why students tend to use the Arabic language in EFL classrooms in Oman 
Thus, as Figure 5.2 also illustrates, leaners used Arabic mostly in group and pair work 
activities. The researcher was able to hear learners speaking Arabic the moment they were 
gathered in groups. Cook (2001) reported that it is normal for learners to use their L1 in working 
together doing an exercise as a group. Although teachers encouraged learners to use English in 
their discussion, most of the time learners continued using the Arabic language. This usage of 
Arabic either concerned an activity that learners were involved in, or sometimes it was related 
to other personal and social matters. Al Sharaeai (2012) reported that students use their mother 
tongue to chat with fellow students about common and particular matters that are not related to 
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academic work. For example, as extract 13 below shows, two learners resorted to Arabic and 
started to talk about a family issue. 
Extract 13:    
Student 1 to his friend:  
a. S1: "شيل نرصا ام رضح سرعلا لام كمع " (Why Nasir did not attend your uncle’s 
wedding?) 
b. S2: "ناك لوغشم هدنع فيض نم طقسم"  (He was busy with a guest coming from 
Muscat). 
The other purpose of using Arabic was to answer questions. For example, in extract 14 
below, T4 asked students to tell her what they should do to complete the task. Although she 
used simple English instructions, some learners answered in Arabic. 
Extract 14:  
a. T4: Next, we are going to look at our activity book page 38, and do task 
one. Who can tell me what should we do in task 1? What Task 1 is about? 
b. S1: Visiting countries, other countries outside Oman 
c. S2:  Discuss about other countries visit 
d. S3:  In Arabic “  "ةرايز لودلا  (Visiting other countries)  
e. S4:  In Arabic “بحأ لودلا كيلا " (Which countries do you like most?) 
Providing translations for vocabularies was another common function of Arabic in EFL 
observed classrooms. The EFL teachers adopted this method, as they were all native speakers, 
to make sure that learners understood the equivalent words in Arabic. For instance, in extract 
15 below, T2 asked his class ‘What does passion mean?’, as it has a slightly different in 
meaning from the word ‘love’ and to make sure that this was clear to all learners.  
Extract 15:  
a. T2. What does passion mean? Does it have the same meaning of the word 
love? 
b. S1: Yes teacher, same meaning  "بح اهانعم  " (It means love) 
c. S2: I think not the same "نكل ام فرعا اهانعم طبضلاب"  (But I do not know its 
exact meaning) 
d.  S3: “بح ريبك "  (Big love) 
e.    S4:  "فغش "  (Strong and intense feeling) 
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f. T2: Yes, (asking the rest of class) did you get it?  
g. Ss: Yes.  
It was evident that the teachers’ pedagogical approach in the present study could be 
improved with regard to structuring learning experiences to ensure opportunities to make 
meaning in English. For example, in order to minimize the problem of overusing Arabic (L1), 
particularly in group work activities, one may suggest that teachers need to think about their 
lessons and how it should be planned to meet learners’ interests. Teachers should think about 
the group work objectives and identify the purposes of getting learners into group work tasks, 
and accordingly they should form groups with mixed abilities whereby low level learners with 
high-level work together in a group, especially in large classes. For example, if a small group 
is preparing to perform a dialogue, they should be using English, as they need English to do 
the dialogue in front of the class without using their L1. The dialogues they act out are regularly 
short and easy to remember. The group work gives learners a chance to practice before 
performing in front of the class. Learners simply see that they need to practice their lines, as 
they will not be able to read them off a sheet. This type of practice gives learners opportunities 
to perform a communicative task where they use only English.  
Another idea in avoiding L1 in EFL classroom, is challenging learners to use only 
English for a specific period of time. For instance, a teacher might say ‘Let’s see if we all could 
use only English for the next 5 minutes’. Learners often accept it as a challenge and they try 
their best to avoid L1 for those 5 minutes, and at the same time, they bear in mind that, if L1 is 
needed, they can use it after the 5 minutes. Usually, leaners continue using L2 beyond the 5 
minutes and they find that they really did not need to use L1 to complete certain exercises. 
Therefore, this idea of time for English builds learners’ confidence and they become aware of 
when they could do things in English and when they really need to use L1 to support their 
learning. 
To sum up, the classroom observation results show that teachers tended to use English 
in their classroom, except in specific settings where they found there was no other choice but 
to use Arabic to assist some learners, especially those who had difficulties in understanding 
some grammatical rubrics, word meanings and in doing classroom activities using only 
English. While using L2 most of the time, teachers clearly thought that Arabic, as L1, should 
not be totally banned in L2 classrooms as it sometimes aided building sociocultural learning 
settings for different level learners.  
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4.3.2.3 Students’ interviews  
It was vital to explore and understand the EFL students’ perspectives for two main 
reasons: first, they are an important part of the classrooms composition and second, most of 
the interviewed EFL teachers reported, when they were interviewed, that they used the Arabic 
language because of learners’ low English proficiency. The semi-structured interviews with 
students were aimed at providing a deep understanding of these learners’ perspectives on using 
the Arabic language in their EFL classrooms. Thus, the student participants in the semi-
structured interviews came from the same observed schools and EFL classes. 
A total number of six grades 11-12 students were involved in the semi-structured 
interviews sessions [S1, S2, S3, S4, S5, and S6 (not their real names)]. The student participants 
were derived from six schools (School 1–School 6), as in one student from each of the six 
classrooms. Out of the six student participants, 50% (3) were males from School 1, School 2 
and School 3, while one student was from grade 12 and two students were from grade 11. The 
other 50% (3) were females from School 4, School 5 and School 6, and two of them were from 
grade 12 while one student was from grade 11. The student participants’ information is 
illustrated in Table 4.38.  
Table 4.38 Summary of governorates, schools, students, and classrooms (Anonymised 
names) (N=6) 
Governorates Schools Students Gender Class 
 
  
Al Dhaharah  
School 1 (S1) Male 12 
School 2 (S2) Male 11 
School 3 (S3) Male 11 
. 
   Al Dakhliya 
School 4 (S4) Female 12 
School 5 (S5) Female 11 
School 6 (S6) Female 12 
 
A list of six pre-formulated open-ended questions, as illustrated in Appendix 5, was 
used to explore the learners’ perspectives. These questions focused on whether learners used 
the Arabic language in their EFL classrooms and what they thought about using it. Students 
were also asked to name which language skills they preferred to use Arabic for. Another 
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question was whether learners thought that EFL teachers should use Arabic whenever needed. 
Learners were also asked about those EFL teachers who used the Arabic language in their 
teaching and finally, they were asked if they thought Arabic could help them to better learn the 
English language. For each student participant, the researcher conducted one-on-one semi-
structured interviews, to guarantee confidentiality, and explored the learners’ responses in 
depth. Learners’ interviews lasted between 10 and 15 minutes. The interviews were completed 
using both English and Arabic, as it was left up to the participants to choose. The Arabic 
utterances were later translated into English by the researcher. The audio recordings of the 
semi-structured interviews with learners were transcribed and then analysed using NVivo 
software. 
4.3.2.3.1 Student perspectives  
In this section, findings are presented of the six learners’ semi-structured interviews. 
The data provided insights into what the student participants thought of using the Arabic 
language in their EFL classrooms in Oman. Almost all of the student interviewees agreed upon 
the idea of using the Arabic language in their English classrooms for various purposes. 
Specifically, the data revealed that the Arabic language served students in terms of five 
different main functions and themes. For example, student participants stressed the importance 
of Arabic language in learning some grammatical aspects and new vocabularies. Other students 
also pointed out that the Arabic language was important in teaching English language structure 
and clarifying instructions related to tests. Student participants further highlighted that Arabic 
was helpful in translation, doing group work activities, and sometimes to discuss personal 
issues with teachers and classmates.  
Regarding the student participants’ perspectives of using Arabic in EFL classrooms, 
they declared that they used the Arabic language in EFL classroom practices to explain new 
words, explain grammatical points, check for understanding, and for translation. Thus, the 
findings show that the majority of learners agreed on the idea of Arabic language inclusion in 
EFL classrooms, as it assisted with four main functions:  
 learning grammar and vocabularies; 
 clarifying instructions;  
 discussion in group work activities; and 
 speaking about personal issues. 
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Interestingly, S1 and S6 claimed that they used the Arabic language in the EFL classroom 
because their teachers used it. This aligns with the teacher participants, who stated that they 
used Arabic as a teaching tool, including for teaching grammar and vocabularies. As S1 said: 
“I think I can use Arabic because my teacher uses it too especially in grammar 
 teaching, why I should not” (S1).  
These results are in line with some previous studies in which participants preferred to 
use their mother tongue in EFL classrooms. For example, in Kovacic and Kirinic (2011), more 
than half of the participants agreed that they sometimes preferred to make use of their first 
language in English classrooms. Other researchers have also reported that students could 
benefit from their language and believed it could assist their English learning (Tang, 2002; Hall 
& Cook, 2012). Interestingly, some of these data seemed to be similar to those of the 
interviewed EFL teachers (see Chapter 4.4.2.1). The learners’ perceptions themes are shown 
in Table 4.39 below. 
Table 4.39 Arabic language usage from students’ perspectives  
  
   Students 
 Learn grammar and vocabularies 
 Clarify instructions  
 Discuss group work activities 
 Speak about personal issues 
 
4.3.2.3.1.1 Learning grammar and vocabularies 
All the interviewed learners indicated that they needed the Arabic language to learn 
English aspects and grammar. However, students’ lack of proper English vocabulary 
knowledge may push them to shift to the Arabic language in some cases to elaborate their ideas. 
For example, S1 said: 
“Sometimes I have many good ideas in my mind, but I do not have suitable 
 vocabularies to say them in English, in this case, I think I can use my language (Arabic) 
 to express my ideas” (S1).  
Additionally, according to S6,  
“The Arabic language could be used whenever there is a new word or concept” (S6). 
Similarly, S3 said: 
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“It is vital to shift to Arabic particularly when teaching grammar points” (S3).  
These findings are in agreement with Al-Nofaie’s (2010) study who reported that using 
the learners’ first language was useful when describing new vocabularies and clarifying some 
grammatical points.  
4.3.2.3.1.2 Clarifying instructions  
Regarding clarifying instructions, student participants described the Arabic language as 
a learning tool that could help them to understand different language components and 
specifically to comprehend aspects related to classroom instructions. However, S1 and S2 
elaborated more reasons for Arabic including in EFL classrooms. For instance, S1 said: 
“English teachers should use Arabic because not all students could understand their 
 instructions if only English is used” (S1).  
Similarly, S2 affirmed: 
“Sometimes I could  not understand some instructions if English only used, I feel 
 frustrated and passive because I do not know what I should do or what my teacher asks 
 for” (S2). Furthermore, S6 added: 
“I need Arabic to make sure that I know what teacher asks me to do the 
 homework”(S6), while S5 said: “I need to use Arabic to understand the topics  in 
writing tasks, without understanding the topic or title how can I write about it” (S5).  
4.3.2.3.1.3 Discussing group work activities 
The student participants also described the Arabic language as a valued tool that helps 
them to understand group work activities. All the interviewed students claimed that they used 
the Arabic language when they were doing group or pair-work tasks. For example, S2 said:  
“For me, it is a habit to speak in Arabic while doing any pair works, Arabic is very 
 useful to understand the tasks” (S2).  
Similarly, S1 added: 
“My friends and I prefer to chat in Arabic whenever there is a chance, especially if we 
 are doing group work” (S1).  
Similarly, S6 said: 
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“Although our teacher keeps asking us to speak English, most of the time we use Arabic 
 in group works tasks” (S6).  
However, these findings match other research, such as Levine’s (2014), which has 
found that learners applied their first language when speaking with each other during classroom 
activities and when talking with each other.  
4.3.2.3.1.4 Speaking about personal issues 
Student participants reported that they sometimes used the Arabic language to talk to a 
classmate or a friend about personal issues during the lesson. For example, S2, S3, and S6 
responded that they tended to use Arabic to speak to classmates about weekend events or 
occasions. As S2 said: 
“I use Arabic with my classmates mostly to talk about our football game this afternoon” 
 (S2).   
S3 added: 
“If I finished my task, I think it is fine to use Arabic to talk to next classmate about 
 anything” (S3).  
Similarly, S6 said: 
“Sometimes my friends use Arabic and ask me any questions related to our weekends, 
 events or occasions, and I replied in Arabic to” (S6). 
4.3.2.3.1.5 Translation  
According to Nation (2003), translation is an effective teaching method and necessary 
where learners translate L2 words into their first language equivalents, especially at a low level. 
However, as reported by the interviewed teachers, many students, instead of trying to look for 
suitable English alternatives, tend to switch to the Arabic language as the easiest way to 
understand the text. S3 articulated that as follows: “Actually, I prefer the teacher who tries to 
translate some words in Arabic for us especially, for example, in writing when we do not 
understand the topic so how can we  write. Therefore, it is essential for me first to understand 
the topic in Arabic, and then  I can write in English” (S3).   
Similarly, S5 said that Arabic translation helps her to understand some difficult English 
words: 
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“Some English words are so difficult to be understood and used, I think the teacher 
 should translate them first into Arabic” (S5). 
 These findings are in an agreement with a previous study done by  Hsieh (2000), who 
stated that translation was valuable for student participants in relation to reading tasks, and for 
learning new vocabulary items and cultural aspects. 
4.4 Chapter summary 
            Chapter four has reported on the results of this study gathered through the research data 
tools. It has presented the participants’ questionnaire, classroom observation and semi-
structured interview results, which provided the perceptions of EFL teachers and learners 
towards Arabic language usage in (L2) classrooms. Furthermore, this chapter examined and 
deliberated particular excerpts from the classroom of teachers’ and learners’ translations under 
their particular themes, to be able to identify a range of functions of using Arabic (L1) by both 
teachers and learners. Next, the perspectives of EFL teachers and learners, as exposed in the 
classroom observations and interviews, have been presented to uncover their perspectives 
towards L1 use in EFL classrooms.  
              The analysis revealed that both teachers and learners involved in this study shared positive 
perspectives towards using Arabic in EFL classrooms. The Arabic language was found to play a 
significant part as a mediating instrument that facilitates the English language teaching and learning 
process, and as a scaffolding instrument that enhances learners to expand their L2 learning. Teacher 
participants agreed that Arabic was very important to consider students’ English language 
proficiency levels in relation to the usefulness of EFL teachers’ use of Arabic (L1). For instance, 
teachers used the Arabic language to teach various activities such as explaining grammatical 
rules, introducing new vocabulary words, clarifying task instructions to facilitate understanding 
for learners, and classroom management. Teachers tended to talk to learners in Arabic about 
attendance, exams, and to raise some personal issues. 
            The analysis also showed that teachers used learners’ L1 for socialising functions, 
repetitive functions, and classroom management. It might be debated that when looking at the 
teachers’ L1 purposes, these purposes may directly or indirectly help achieving the pedagogical 
aims; from those that seems to directly serve pedagogical functions (e.g. repetitive), to most of 
what could be seen as social functions (e.g. greetings), as well as classroom management 
purposes. EFL Teachers, for example, may use Arabic for social functions to create a friendly 
atmosphere to gradually engage his/her learners into classroom activities. 
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Moreover, data revealed that the Arabic language served students in terms of different 
functions and themes. For example, student participants stressed the importance of Arabic 
language in learning some grammatical aspects and new vocabularies. Some other students 
also pointed out that the Arabic language was significant in teaching English language structure 
and clarifying instructions related to tests. Student participants further highlighted that Arabic 
was helpful in translation, doing group work activities, and sometimes to discuss personal 
issues with teachers and classmates.  
                However, the purposes of teachers’ and learners’ L1 use is not necessary to be 
similar. Learners used Arabic for linguistic diffidence, collaborative functions, asking for 
confirmation or help, and socialising tasks. Learners in Oman context should preferably have 
studied English for more than 12 years before university level, many of them still could not use 
the L2 properly, and this may play a role in their greater use of Arabic in L2 classes. This 
supports what has been recommended in the literature review, as there seems to be a correlation 
between learners’ proficiency in L2 and the type and amount of L1 being used. Therefore, it 
can be said that learners in a context where they and their teachers share the same L1, might be 
an expected setting where the translation is common among learners.  
              The next chapter contains a summary of the results, restrictions, suggestions, 
recommendations and contributions of this study. 
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CHAPTER 5:  DISCUSSION AND IMPLICATIONS 
 
5.1 Introduction  
This study has examined the use of L1 (Arabic) in EFL classrooms in Oman based on 
the perceptions of teachers and their students. This chapter aims to present an interpretation 
and discussion of the study’s quantitative and qualitative key findings drawn from teachers’ 
and learners’ questionnaires, classroom observations, and semi-structured interviews that were 
presented in the previous chapter and in relation to relevant studies reported in the literature 
review chapter. This includes the teacher and student participants’ perspectives on Arabic 
language use, including their reasons, functions and implications in Oman EFL classroom 
contexts. The aim of this discussion chapter is to interpret and clarify the significance of the 
research results in light of what was already known from earlier studies in order to draw 
attention to new insights. Therefore, the results obtained from each instrument are further 
interpreted in terms of their contributions and significance.  
Overall, Chapter Four and Chapter Five present the findings of the study in relation to 
the following research questions: 
RQ1.  To what extent do teachers and learners believe that the Arabic language should be 
used in the teaching of English in Omani EFL classrooms?  
RQ2.  What are the contexts in which teachers use Arabic in Omani EFL, and why?  
RQ3. What are the contexts in which students use Arabic in Omani EFL classrooms, and 
why?  
RQ4. To what extent does teachers’ use of the Arabic language as L1 in practice support 
or hinder students’ learning of English?   
The discussion chapter is divided into three main sections. The first section deals with 
EFL teachers and students’ perceptions towards using the Arabic language in grades 11-12 
EFL classrooms. This includes the overall participants’ perceptions about the different 
functions and reasons for resorting to Arabic in EFL classrooms, based on the analysis of the 
questionnaire findings.  
The second section explains the results of the analysis that emerged from classroom 
observations visits. This section presents the actual utilization of the Arabic language in EFL 
classrooms, and explores the purposes and contextual functions for both teachers and students 
to use the Arabic language. It also presents the pedagogical approaches adopted by EFL 
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teachers in dealing with their daily teaching practice and discusses the amount of Arabic used 
and the kind of dialogue the EFL teachers create during lessons with their learners.  
The last section deals with the analysis of the findings of the semi-structured interviews 
conducted with both EFL teachers and their learners. This section specifically aims to uncover 
specific aspects of using Arabic in EFL classrooms such as the learners’ English proficiency 
levels, saving time, or for classroom management and discipline. Lastly, a summary of the key 
results closes the chapter.  
With respect to the role of L1 in EFL classrooms, there have been many researches that 
have examined teachers and learners about this subject (see Chapter Two for a literature 
review). In this section, the main concern is to discuss EFL teacher and student participants’ 
perceptions towards using the Arabic language in their classrooms, using an analysis of 
questionnaire results. This includes general perceptions and ideas about the use of Arabic in 
specific positions in EFL classrooms. The questionnaires were distributed to 50 EFL teachers 
and their grade 11-12 students (N=233) from eight different schools in four different 
governorates. Teacher participants had varied levels of experience in teaching English as a 
foreign language, ranging from one year to more than twenty years. They came from different 
countries and educational backgrounds but shared the same first language (Arabic). In other 
words, all the teacher and student participants had Arabic as their first language.  
5.2.1 Teachers’ perspectives   
The examination of the questionnaire outcomes suggest that the teacher participants 
were mostly in favour of Arabic language use in EFL classrooms. They believed it facilitated 
EFL learning and made the teaching and learning environment more effective. This can be 
found throughout their responses in the questionnaires and interviews. For instance, in their 
response to the question of ‘whether Arabic should be used in the English language 
classrooms’, the vast majority of the 50 participant teachers, 60% (30) responded ‘Yes’ (see 
Table 4.5 and Figure 4.2). Furthermore, teacher participants suggested that using Arabic in 
some specific pedagogical situations was necessary, for example, in explaining new words and 
introducing grammatical points. Moreover, as Table 4.6 illustrates, the questionnaire results 
show that 46% (23) of participant teachers agreed that using the Arabic language could simplify 
students’ English learning.  
In their response to whether using only English in EFL classrooms could help learners 
to learn it much better, the majority of the 50 EFL teachers, 60% (30) agreed or strongly agreed 
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that using the Arabic language in an English learning class can help students to learn it much 
better. Moreover, out of 50 teachers, 64% (31) agreed or strongly agreed that using the Arabic 
language helps learners to express their ideas easily. The findings also show that most of the 
teacher participants 54% (27) believed that the Arabic language was beneficial when EFL 
teachers used it to clarify some problematic English language linguistic or grammatical rubrics. 
In their response to a question on whether effective English language learning was grounded 
in using merely the English language in the EFL classrooms, out of 50 teachers, 69% (34) 
responded that they agreed or strongly agreed that using only English was an effective way to 
learn the English language (L2). These results are in line with Macaro’s (2000) study who 
found that teachers agreed with using learners’ L1 in some explicit teaching situations, such as 
clarifying challenging concepts.  
This study’s findings show that teachers believed that Arabic language utilisation in 
their classrooms had many pedagogical benefits. The reasons for why EFL teachers use Arabic 
can be outlined as follows: 
 to explain some new abstract vocabularies and new grammatical rules;  
 to save time;  
 to help low English proficiency learners understand tasks and activities (especially 
with more than one-step tasks);  
 in situations where students want to express their opinions, thoughts and feelings 
when they cannot do so in English; 
 to check learners’ comprehension;  
 to praise students for their excellent achievements;  
 to compare English language and Arabic language tense forms; and 
 to raise important reminders or dates related to examinations and holidays.  
In their replies to a statement, which aimed to find out if EFL teachers believed that 
using Arabic encourages learners to contribute more effective in English language classrooms, 
teachers were split in their points of view. Data analysis of the participants’ responses, as seen 
in Table 4.24, show that out of 50, 48% (24) of teachers did not support the use of Arabic to 
encourage learners to take part in classrooms activities. On the other hand, 26% (13) of teachers 
answered that they agreed that students usually participated more effectively in the EFL 
classrooms when the teacher used the Arabic language in class practices. Additionally, 
regarding learners being motivated if L1 was used, the findings show that 46% (23) of teachers 
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believed that English language learners did not get motivated when the Arabic language is used 
in their classrooms.  
On the other hand, in their responses to the question of ‘whether Arabic language is 
significant in English language classrooms’, data findings of the teacher participants’ responses 
showed that 40% (20) of EFL teacher participants held negative perceptions towards using the 
Arabic language. According to these teachers, using Arabic could restrain learners from 
learning English in their classrooms, and they reported the following reasons for this: 
 ‘Only English’ method should be used in EFL classrooms to expose students to more 
English language practices;  
 learners might be lazy and would not try to learn English if Arabic was utilised; and 
 learners may find it easier to use Arabic and never try to improve their English. 
Moreover, data analysis of the teacher participants’ response shows that the majority of 
the 50 teacher respondents (52%, or 26) believed that using Arabic was not necessary to involve 
learners during classroom activities. Additionally, it seems that teachers believed that Arabic 
was not needed to find out about learners’ backgrounds and interests. The data obtained from 
the response to this statement showed that 60% (30) of teacher participants believed that Arabic 
was not a particularly helpful tool to find out about students’ background and interests. 
5.2.2 Students’ perspectives 
The findings of the study, as shown in Figure 4.9 and Table 4.29, suggest that students 
had positive opinions about applying the Arabic language in their EFL classrooms. The 
findings show that out of 233 student participants, 57% (133) believed that the Arabic language 
was significant and should be used in their EFL classrooms (see Figure 4.9).  
The data also show that out of the total number of 233, 50% (117) of students agreed 
that Arabic simplified their English learning practice and, 49% (114) of students agreed that 
the use of Arabic was necessary in EFL classrooms in Oman. Similarly, out of 233 student 
participants, 54% (126) of students agreed that the Arabic language was a helpful tool to find 
out about students’ background and interests. Moreover, 55% (129) of students agreed that 
using the Arabic language could better support and encourage learners to be involved in 
classroom activities and 67% (158) of students agreed that it was better to use the Arabic 
language to check learners' understanding. 
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Going through the students’ perspectives in detail, it was found that not all of the 
learners held optimistic attitudes towards using the Arabic language. For instance, out of 233, 
43% (102) of student participants had a negative perspective on the use of Arabic in their EFL 
classrooms (see Figure 4.9). For example, in their responses to a question of whether they liked 
their teacher to use Arabic in the EFL classroom, students’ answers were varied. For instance, 
out of 233 student participants, 43% (102) of students answered a ‘little’, while  36% (85) of 
students said ‘sometimes’. Only 6% (14) of students responded that they liked their teacher to 
use ‘a lot’ of Arabic in their English classrooms. In this regard, out of 233, 12% (29) of students 
reported that they did not prefer to use Arabic at all in their English language classes (see Figure 
4.10). As compared with students who said that the Arabic language would simplify English 
language learning in class, the majority of learner participants were of the opinion that using 
English only in EFL classrooms could help students to learn it much better. As it can be seen 
from Figure 4.14, out of the total number of 233, 49% (115) of students agreed that using only 
English in EFL classrooms could help them learn it much better. Students specifically claimed 
that the Arabic language was helpful in the following ways: 
 to express their ideas easily; 
 to present and clarify new word vocabularies or grammatical rubrics;  
 to support and encourage learners to be involved in the classroom activities; 
 to find out about students' background and interests; 
 to check learners' comprehension; 
 to give feedback on learners’ performance;   
 to ensure understanding and to facilitate student engagement, since students usually 
participate more effectively in the English language classrooms when a teacher uses 
the Arabic language during the EFL class activities; and 
 to foster motivation. 
With regard to a question that aimed to find out if learners favored to use Arabic when 
they asked questions in EFL classrooms, data findings show that out of the total number of 
233, 37% (87) of participating learners ‘never’ preferred to ask questions using Arabic. 
However, 30% (70) of learners replied that they ‘sometimes’ preferred to use Arabic to ask 
questions in EFL classrooms. More than half of the participants suggested that using the Arabic 
language in specific classroom situations, such as explaining some problematic words’ 
meanings or any problematic linguistic or grammatical rules, helped to assure that there was 
continuous interaction and communications between teachers and students and between 
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students and their classmates as well. In this regard, the results show that the majority of the 
233 learners 60% (139) stated that the Arabic language was important in English classrooms 
to clarify new vocabularies. Also, out of 233 student participants, 73% (171) believed that 
Arabic was beneficial when the teacher used it to clarify some problematic English language 
linguistic and grammatical rubrics. 
As the findings show, more than 52% (122) of the learners agreed that using the Arabic 
language in English classrooms may assist comprehension and save class time. The findings of 
this study also indicate that the Arabic language was used as a pedagogical tool to give feedback 
on learners’ accomplishments. Thus, the data show that 49% (115) of learners believed that the 
use of the Arabic language in EFL classrooms was likely to help students benefit from the 
teacher’s feedback if used. Regarding the issue of using the Arabic language for motivational 
reasons in EFL classrooms, findings show that out of the 233 learners, 37% (91) stated that 
they got motivated when the Arabic language was used in the EFL classrooms. Moreover, the 
data show that the Arabic language was found to be an essential tool for both teacher and 
student participants, which makes the EFL teaching and learning practices more effective. In 
this regard, 55% of learner participants believed that using the Arabic language could support 
and encourage them to participate effectively in classroom activities.  
5.3 Results of the analysis of the interviews 
This section mainly presents the analysis of the qualitative information achieved from 
the semi-structured interviews conducted with six EFL teachers and six students from the 
observed classrooms. As stated in chapter 4, the semi-structured interviews were designed to 
triangulate the data generated from the questionnaires and the classroom observations.  
            Although, teachers had different perspectives on the use of Arabic in L2 classrooms, 
they claimed that it was impossible to totally exclude it from their classrooms for different 
reasons. For instance, T1, T4, and T6 said that they believed Arabic could play a role in EFL 
classrooms and did not hinder learning L2 if used wisely. The majority of the interviewed 
teachers believed that the amount and frequency of Arabic usage was associated with varied 
factors such as learners’ English proficiency and lessons and aims. The findings show that EFL 
teachers shifted to the Arabic language owing to the low English proficiency amongst students, 
which in turn were because of the poor English language practices outside schools. In other 
words, learners had minor or even no chances to speak English outside their classrooms. 
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 In response to the next question aiming to find out whether teachers thought that the 
use of Arabic should be excluded from English language classrooms, the majority of 
interviewed teachers claimed that Arabic should not be excluded from EFL classrooms to make 
sure that learners got what they should. In addition, interviewed teachers claimed that they used 
Arabic for two main reasons: first as a teaching tool and second for classroom management 
and discipline. Four primary themes emerged from the semi-structured interviews with the EFL 
teachers that provided insights into the use of Arabic language as a teaching and class 
management tool in EFL classrooms:  
 as a teaching device to clarify some grammatical aspects; 
 as a teaching device to explain new vocabularies’ meanings;  
 to help and encourage low proficiency students to learn English; and 
 for the purposes of classroom management and keeping discipline. 
Teachers responded that Arabic was helpful in clarifying language structure, explaining 
compound grammar and challenging ideas, offering feedback, and keeping classroom 
discipline. For instance, T2 said that he used Arabic language to explain some difficult and 
unknown word vocabularies and grammatical rubrics. Interviewed teachers claimed that 
grammar should be taught through explanation and through providing many examples and 
clarifications using practice sessions where learners can produce their own examples. This 
explanation, for some EFL teachers, should be attached to Arabic translation, especially for 
low English proficiency level learners. In this regard, T4 said that he sometimes used Arabic 
to teach present perfect tense as he thought it was hard for weak learners to understand it 
without a ‘bit’ of Arabic. 
Further, teachers were asked “Why do you (or do you not) use the Arabic language in 
your English language classrooms”? The interviewed EFL teachers agreed that Arabic had a 
role in their daily teaching practice and for different purposes.  
5.3.1 Functions of Arabic used by EFL teachers  
Based on the six-classroom observation data analysis, it was noted that all six EFL 
teachers occasionally applied the Arabic language in their classrooms for different purposes 
with varying degrees of frequency. In addition, most of the observed classes were teacher-
centred, as teachers demonstrated the class talk and students listened and talked whenever they 
were asked to answer questions or discuss group-work tasks. Moreover, teachers applied the 
Arabic language as a teaching aid in teaching different tasks such as introducing new 
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vocabulary words, explaining grammatical rules, and clarifying the task instructions to 
facilitate understanding for learners. In addition, the observed EFL teachers utilised the Arabic 
language as a tool for classroom management, for example to preserve classroom discipline, 
talk to learners about attendance and exams, and to raise some personal issues. However, it was 
noticed that some of the observed EFL teachers allowed, and even sometimes asked, learners 
to use the Arabic language to answer or/and discuss the tasks with their classmates. 
Additionally, in the six classroom observations, it was common to hear teachers using Arabic 
to remind learners about the instructions, questions, and tasks clarifications, or sometimes when 
raising important issues in the textbooks.  
It was also noted that when EFL teachers were not applying Arabic, they mainly relied 
on using explanations, charts, pictures, gestures, role-plays and many others techniques in 
teaching English. For this reason, in most of the classes observed, it was noticed that students 
used Arabic- English and English-English dictionaries, and they use them to find out the 
meanings of new words they came across during class time. It was also noted that some learners 
wrote the meaning of the new words in their textbooks and sometimes in their small notebooks.  
Table 4.34 and Figure 4.28 below show that all of the six observed EFL teachers used 
the Arabic language in their classrooms 104 times for different purposes. 
Table 4.34: Functions of Arabic as used by teachers  
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Figure 4.28: Functions of teachers’ use of Arabic language 
In the six classroom observations, it was common to hear teachers use Arabic to remind 
learners about the instructions, questions, task clarifications, or sometimes when raising 
important issues in the textbooks. Thus, Arabic played a scaffolding role. According to Lantolf 
(2000a), EFL teachers should pay attention not only to the L2 input but also to the learners' 
prior knowledge. Class observation data showed that teachers, as well as students, used Arabic 
to simplify learning progress and development in their EFL classes. This is in line with earlier 
studies that have also shown that the use of learners’ L1 in certain situations by both learners 
and teachers rises both understanding and learning of L2 (Afzal, 2013; Al Sharaeai, 2014; 
Azman & Ismail, 2014; Machaal 2012; Blooth; Morahan, 2010).  
From a sociocultural viewpoint, studies have shown that L1 permits learners to work 
efficiently and it plays a role in the creation of L2 mostly in group-work. This view is supported 
by Morahan (2010), who claimed that adopting L1 infrequently with L2 in group-work could 
aid learners to generate a task at an advanced level than they would if only the L2 was used. 
Similarly, Blooth, Azman, and Ismail (2014) concluded that L1 could be used as a scaffolding 
approach by learners in simplifying their learning and that the teacher to increase the learning 
experience as well as maximize engagement in the classroom could use it as a pedagogical 
device. The findings in this study further reveal that EFL teachers took a favourable view 
towards the L1 integration into their teaching classes and they reported that using Arabic in 
3
4
5
3
4
8
4
1
2
5
4
0
5
15
11
4
3
22
1
2 2
0 00 0 0
1 1
00
2 2
1
2 2
0 0
1
0
1
00 0
1
0 0 0
0
2
4
6
8
10
12
14
16
Nasir Khalid Sami Amani Maha Mariam
Give instructions Check comprehension
Explain new words Explain grammar
Jokes, praise and encouragement Give feedback
Discuss assignments Error correction
 186 
   
EFL classroom helped learners to feel comfortable and relaxed. In other words, during the 
classroom observations, the researcher noticed that when learners said something using Arabic 
and then asked their teacher to translate it to English, they became excited and smiled as they 
were given the chance to use their L1 and produce something during class time. Thus, Arabic 
was used, here, judiciously to specifically encourage the low English proficiency level learners 
to practice L2. It was also noticed that through the Arabic language the observed teachers were 
able to create a connection with the learners through simple greetings, questioning and showing 
interest in the learners’ L2 production. Indeed, this relaxation in the class might help to achieve 
the lesson objectives and develop learning. These results match Shuchi and Islam’s (2016) 
research, which found that teachers’ use of L1 in English lessons aided comprehension and 
made students feel comfortable and confident. 
Moreover, it was noticed that Arabic was used as a tool that assisted learners in 
acquiring additional knowledge through daily simple L2 practices. In this regard, as another 
important point to be stated here, the Arabic language was used for social purposes such as 
greetings, telling jokes and talking about personal issues and occasions. For example, it was 
noticed that teachers greeted learners using Arabic phrase ( ملاسلا مكيلع ) (Alsalam alaikuom) 
(peace be upon you) in every classroom observed, as a way to show respect to the students’ L1 
and to make sure that all learners were greeted in a way they understood. Yet, greeting learners 
in very simple L2 utterances in the early stages might gradually pave the way for more 
communicative practices and might serve as an indication that L2 could be used in their daily 
life routines. Such practice would aim to allow learners to progress throughout their learning 
by interacting and positively reacting to the assigned class activities. Teachers and learners 
used Arabic in these situations as a scaffold to help the learners’ progress.  
In addition, a number of observed teachers used Arabic for disciplinary reasons. This 
included handling learners’ behaviour, classroom management, and dealing with noisy and 
passive learners. For example, a late student interrupted T1 and the teacher asked him to be on 
time and avoid being late next time. Similarly, T6 asked one of her students to speak louder 
and to raise her voice while she was reading a short text related to the topic of tourism. Another 
example of using Arabic language for disciplinary reasons was seen in the T3 classroom. The 
learners were making a lot of noise and T3 started to talk to them first in English but after a 
while, he raised his voice and said ‘ اوفقوت نع ملاكلا اوحتفاو مكبتك سردلا ىلع ’ (‘stop talking and open 
you books to the lesson’). These findings are similar to other findings from the literature ( 
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Cook, 2001; Edstrom, 2006; Nazary, 2008; Sipra, 2013). For instance, Sipra (2013), reported 
that he learned some Arabic words for classroom discipline purposes.  
Translation is another noticeable purpose for adopting the Arabic language in EFL 
classrooms. Through simplifying the comprehension of, for example, vocabulary, Arabic can 
play a scaffolding role as it requires learners to use their previous learning to help their English 
learning as a learning development tool. For instance, translation of key words can open the 
door for learning where learners may use these words to understand more sentences that are 
challenging. Table 1.5 illustrates the teachers’ talk frequency, tally, and examples of the 
language used by observed teachers. For instance, T5 came across the phrase ‘popular 
destination’ and she gave the Arabic equivalent ‘ تاهجو رفس ةفورعم ’ immediately, as she thought 
explaining such phrase might take time. On the other hand, other teachers asked their students 
to provide the translation of some new and unknown word vocabularies. For example, T2 asked 
his class to give him the meaning of the word ‘apprehensive’ and leaners answered ‘قلق’.  These 
findings are similar to Nazary’s (2008) study, which emphasised that translation is one of the 
most common functions of L1 in EFL classrooms. Additionally, Nation (2003) claimed that 
interpretation was one of the greatest teaching method to improve students’ L2 vocabularies. 
Based on the observation data, the researcher noticed that much of what occurred in the 
language classroom was concerned with separate and individual practice rather than 
cooperative performances. Grounded in the SETT (Self-Assessment of Teacher Talk) as 
outlined by Walsh (2006), the following features were found in the teacher talk of the 
interviewed EFL teachers during the six classroom observation sessions. The researcher found 
9 features of teacher talk, as Table 5.1 shows.  
Table 5.1 Features of teacher talk and language use (based on SETT, Walsh, 2006, p. 167) 
Feature of teacher 
talk 
Tally Examples  
 English Arabic  
1. Scaffolding X  
L1: I am in my classroom  
T: You were in classroom, did you write your homework?  
L1: Yes, teacher, I did.  
T: Good, you did your homework.. that makes you a good 
student. 
2. Direct repair X  
L2: Yesterday, I visit my aunt in Abri  
T: So, you visited your aunt, correct?  
L2: Yes, I visited my aunt yesterday.  
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3. Contact 
feedback 
X X 
T: Where did you go in your weekend? Name a place 
LL: Playing teacher  
T: Okay, نيو تحر يف ةزاجا عوبسلاا) ) Where have you been? 
(using Arabic)  
L1: “Ohh , Yes, teacher ... to Salalah 
4. Extended 
wait-time 
X X T: Okay students….. as I said before…..in writing a 
paragraph …or short essay……you need to….think 
about….about the structure.  
You must first…. think about the …topic sentence…as we 
said …the topic sentence is the …most important sentence 
in your paragraph  
( يطعن لاثم ) (Let’s give an example)  
Example…. Muscat is a beautiful place to visit for many 
reasons…. clear? 
LL: Yes, teacher 
5. Referential 
questions 
X  T: Okay, what are your reasons to visit Muscat? 
L1: Nice markets  
T: It is big markets and stores….Okay …what else? 
L2: Beautiful beaches 
T: Fine … what about Nasir? 
Nasir: Gardens  
T: Can you name any garden? 
Nasir: Yes. Teacher…Sahwa garden  
T: Is it in Muscat? 
Nasir: Yes teacher….big garden 
6. Seeking 
clarifications 
X X T: What do you call a popular place, which many people 
like to visit? give me the term or the word 
L1: Visiting place 
L2: Famous  
L3: ناكم روهشم  
L4: Tourist place ناكم  ) يحايس  (( tourist place) 
T: Okay, yes a tourist place 
Who can give me an example? 
L4: Nizwa Fort, teacher 
T: Thanks 
7. Confirmation 
checks 
X  L1: Teacher, Muscat has many big supermarkets and 
gardens  
T: You mean, Muscat has many big supermarkets and 
gardens as a reason to visit it? 
L1: Yes teacher 
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T: Okay, so students do you understand what we should do 
in writing a topic sentence? 
LL: Yes, teacher 
8. Teacher echo X  T: Who can give a full sentence Oman?  
L1: Oman has many beautiful beaches 
T: Oman has many beautiful beaches 
….. this is a good sentence.  
9. Display 
questions 
X  T: Look at task 4 on the next page…. and look at this 
(pointing to a picture) what is it? Do you know the place? 
L1: Beach….long beach teacher. 
L2: People walking on beach 
T: Yes, right,… it is a beautiful beach  
 
5.3.2 Functions of Arabic used by students  
In this section, the functions of Arabic language use by learners in grades 11-12, who 
took part in this research, are presented. As previously mentioned, the EFL classrooms in Oman 
are generally considered to be teacher-centered classrooms where the teacher is basically the 
only speaker and information source. Learners speak only when they are given the chance to 
answer their teacher’s questions. As shown in Table 4.35 and Figure 4.29, the use of Arabic by 
students served different purposes in this context. 
Table 4.35: Why students use Arabic in their EFL classrooms in Oman 
Schools Classes 
Practice and frequency of Arabic use by 
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SC5 
C12 
(Female) 
1 2 2 3 5 13 
SC6 
C12 
(Female) 
3 0 2 0 5 10 
 
Total 
23 
18% 
20 
15% 
21 
16% 
15 
12% 
50 
39% 
       
         129 
 
 
 
Figure 4.29: Why students tend to use the Arabic language in EFL classrooms in Oman 
First, students used Arabic to ask for clarifications. It is worth noting that the use of Arabic by 
students to ask for clarifications differed significantly across different student cohorts. Students 
from School 5 used Arabic to ask for clarifications the least (only once), while those of School 
2 used it the most (7 times). Furthermore, students from school schools 4 and 6 used Arabic to 
ask for clarifications three times while their counterparts from schools 3 and 2 used Arabic to 
ask for clarifications three and seven times respectively. The following extract illustrates the 
learners’ use of Arabic in asking for clarifications from classmates. 
Extract 9 
e. S1. Teacher,   ؟انه يوسن شيا (What should we do in this task?)  
f. S1. بابش شيا ؟يوسن شيا ؟بولطملا   (What to do here (task)? 
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g. S2. بتكا   ةلمجلاةحيحص   (Write down the sentence correctly) 
h. S1. ؟حيحص   ةلهس نذا  (Are you sure? Then it is easy) 
Overall, the use of Arabic for clarifications accounted for 18% of the use of Arabic by 
students. Past studies have also reported students’ use of their mother tongue in seeking 
clarifications (Al Sharaeai, 2012).  
The second use of Arabic by students was for participation in classroom activities. 
Overall, the use of Arabic for participation in classroom activities accounted for 15% of the 
use of Arabic by students. Regarding the frequency of usage, participants from school six did 
not use Arabic for participation in classroom activities. By contrast, their counterparts from 
schools 4 and 5 used this approach twice, while those from school 1 used it once. Lastly, 
students from school 3 and school 2 used Arabic for participation in classroom activities six 
and seven times respectively. As extract 10 shows, these learners used Arabic to get their 
teacher’s attention to thereby give them the chance to answer his questions.  
Extract 10 
c. S1. أان   teacher (Me, teacher) 
d. S2. شيل  انا ينلاست ام  teacher ؟  (Teacher, why don’t you ask me?) 
The third use of Arabic by students was to discuss instructions and feedback with 
classmates. The use of Arabic in discussions around instructions and feedback accounted for 
16% of the use of Arabic by students. The frequency of usage of Arabic in discussing 
instructions and feedback differed across different student cohorts. Students from schools 4, 5, 
and 6 used Arabic to discuss instructions and feedback less frequently (2) times) when 
compared to their counterparts from school 2, who used this approach the most (7) times). 
Lastly, students from schools 1 and 3 used Arabic in their discussions about instructions and 
feedback four times. Extract 11 shows for example that learners used Arabic to discuss 
instructions and to confirm answers during a group work activity.  
Extract 11 
c. S1. ؟ teacher  لحلا يف كيار شيا (Teacher, what do you think of our answer?) 
d. S2. هلك ؟حص   (Is it right?) 
Fourthly, students used Arabic with classmates to speak about personal issues. This is 
in line with Al Sharaeai (2012), who reported that students use their mother tongue to chat with 
fellow students about general and personal issues that are not related to academic work. The 
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use of Arabic to speak about personal issues accounted for 15% of the use of Arabic by 
students. Students from school six did not use Arabic to talk about personal issues, while their 
counterparts from schools 1 and 2 used Arabic to speak about their personal issues the most (4 
times). On the other hand, students from schools 3 and 5 used Arabic in speaking about their 
matters three times each while those from school 4 used it only once.  
Lastly, learners used Arabic with their classmates to do group work activities. It is 
worth mentioning that students preferred to use Arabic in doing group work activities, as shown 
by the overall percentage of its use, and this generally accounted for 50% of the use of Arabic 
by students. Students from school 4 used Arabic when discussing group activities the most (12 
times). The purposes of using the Arabic language were varied. For example, Arabic was used 
to make sure that all group members understood what they should be doing to complete the 
stated task. Another reason for the use of Arabic in the classrooms, as noticed by the researcher, 
was to translate difficult words such as ‘destinations’, ‘tour’ and ‘travel agent’. It was also 
noted that some students in school 4 used Arabic while doing group work to ask for their 
teacher’s help by saying: (تحمس ول teacher) which means (Teacher, please), as illustrated in 
extract 12. 
Extract 12 
a. S1.  ؟ يوش نكمم ذاتسا تحمس ول (Teacher, a moment please) 
b. S1. اذه لحأ فيك فرعا ام (I don’t know what to do in this task) 
Learners from school 1 and school 3 used Arabic when discussing group activities (10 
times). Their reasons were different. For instance, learners from school one used Arabic to 
translate some words into Arabic, such as ‘traveler’, or what the difference is between 
‘vacation’ and ‘holiday’. Another Arabic usage was also recorded when a learner tried to ask 
his group classmates to raise their hands to show that they had finished doing the task and were 
ready to speak about their group task. Conversely, students from school 3 used Arabic to get 
their teacher’s attention and to encourage each other to finish their targeted task first so they 
could be the winner in the class. Learners in school 6 used Arabic at least (5 times) for many 
purposes. For example, they applied Arabic while they were sharing views and to speak about 
the group activity and how best to do it. It was also noted that a learner from this school used 
Arabic to tell his teacher about the lesson time, when the school bell rang to indicate that the 
lesson time was over. Students from school 2 used Arabic in doing group work activities 8 
times, for reasons such as talking about the task difficulty and asking for clarification from 
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their teacher. These findings confirm previous studies, which support the use of Arabic in 
conducting small group discussions (Al Sharaeai, 2012; Shuchi & Islam, 2016).  
4.3.2 Semi-Structured Interviews  
This section is mainly concerned with analysing and reporting on the findings of the 
qualitative data collected from the semi-structured interviews conducted with six EFL teachers 
and six of their students. Results are presented of the twelve semi-structured interviews 
conducted by the researcher. First, the researcher explores the teacher participants’ perspectives 
of Arabic use within the Omani EFL classrooms. Second, the researcher reports on the student 
participants’ perceptions. Finally, any significant results based on interviews data are 
highlighted.  
 For this research, the researcher made the decision to conduct semi-structured 
interviews to ensure that the interviewees would focus on the topic but at the same time would 
be given ample opportunity to share their views and opinions. In my opinion, semi-structured 
interviews would help to gather the most valuable insights into the teacher and student 
participants’ perspectives on the use of Arabic language in EFL classrooms. These perspectives 
are aimed at providing in-depth data about using the Arabic language by teachers and their 
students in EFL classrooms in Oman. The aim of adopting this data collection tool is to ensure 
that the issue of using the Arabic language is explored in depth and from various perspectives. 
All of the interviews were face-to-face and audio-recorded for transcription and analysis 
purposes.  
5.3.3 Other findings from teachers’ semi-structured interviews 
Data from teacher participants’ interviews reveal that the Arabic language has many 
other applications in EFL classrooms. In responding to question two [“The use of learners’ first 
language (Arabic) should be excluded from English language classrooms. Do you agree? 
Why?”], teacher participants had various opinions. For example, T2 declared that using Arabic 
should not be excluded from EFL classrooms to ensure that learners understood what they 
should: 
“I do not agree with this point. I think Arabic is important in teaching English. I think, 
 to some extent you can use it in some area, for example, to clarify things for the students 
 if we feel that they could not understand what is going on during the classroom 
 activities. In limited ways and positions where you can tell that students get what I am 
 saying clearly” (T2).   
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Teachers believed that using the Arabic language could save their class time if they 
used it to clarify words meanings or to explain grammar points. They thought that using L1 
translation helped them to provide meanings quickly without spending too much time using 
L2, which might not accomplish the aim in the end. For instance, T5 gave an example of how 
he could save time by giving the translation immediately. He said sometimes as a teacher you 
needed to speed up and could not spend 3-5 minutes clarifying a meaning when you needed to 
move on to the next main task. In this case, it would really be easier to use the Arabic language 
and move on normally. Similarly, T5 said it was easier and faster for him and his learners to 
use Arabic to explain new terms to make sure that all learners understood the meaning properly 
and could use these terms effectively. This result matches observational results, which show 
that deductive teaching of grammar and explanation of word meaning took a considerable 
amount of class time. T3, for example, thought that using the Arabic language could save his 
class time: 
“I think using Arabic can save my class time. Using only English approach to clarify 
 things for around 30 students with individual differences in only 40 minutes is a big 
 challenge and time-consuming here in Oman. I think I cannot wait to explain for all 
 students, so using it (Arabic) as a shortcut, is a good technique to help the learners 
 understanding the task or concepts” (T3).   
Similarly, T5 gave an example of how the Arabic language could save class time by 
giving the equivalent Arabic word immediately: 
“Sometimes to save time, just give the equivalent word in Arabic. For instance, the 
 word ‘architecture’ is a difficult word especially for low achievers and even though I 
 try to explain and drew pictures they still could not get it if I just use Arabic and say ‘ 
 Handasah Ma’amariya’ all got it and I save my class time” (T5).  
Arabic was also seen by teachers as a hands-on tool that helped them to enhance 
teacher-student interaction and create a relaxed learning environment where all learners were 
involved. For example, T5 said that she used Arabic for social purposes, i.e. telling jokes, and 
often to congratulate students on happy occasions they celebrated. Furthermore, giving learners 
the opportunity to elaborate their ideas and make use of L2 to talk about their own matters 
might make them better L2 learners and accordingly, they may use it in their daily life practices 
as a tool for communication purposes. T6, for example, believed that using the Arabic language 
could enhance teacher-students interaction: 
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“I use Arabic in my EFL classes to have a good teacher-students interaction. If you, 
 as a good teacher, make the complex instructions clear to all students using Arabic, if 
 necessary, that means you will have a satisfactory class interaction where most of the 
 students involved” (T6).   
Furthermore, some EFL teachers used Arabic to create a relaxed learning environment. 
For example, T5 said that she used Arabic to tell jokes and even to congratulate students on 
happy occasions: 
“I use Arabic to make fun. I would use Arabic also to tell a joke and share some funny 
 experience with my classes and to congratulate students on happy occasions such as 
 EID holidays” (T5).   
On the other hand, T4 preferred not to use a lot of Arabic, as students should be exposed 
to English language as much as possible:  
“Although I sometimes use Arabic in my classes, I think using a lot of Arabic language 
 could lead to more and more use by learners, which consequently encourage them to    
 use Arabic language more than English” (T4). 
 This opinion also matches the findings of Turnbull (2001), who stated that students 
who are familiar to the situation where their teachers use their L1 tend to neglect the target 
language, and consequently do not get the complete benefits from the target language input.  
5.3.4 Other findings from student interviews 
 In responses to a question about whether the student participants preferred to have a 
native or non-native English language teacher, participants had varied opinions. For example, 
three (50%) students said they preferred Arabic speakers as English teachers because they 
believed that these teachers could easily understand them, help them to understand meanings 
of words, and involve them during the class activities. For example, S3 responded: 
“If I were given a chance, I would choose a teacher who can speak both Arabic and 
 English to help me understand the new words, and I could participate easily” (S3).  
Correspondingly, S5 said: 
“We (students) prefer Arabic speaker English teacher because in case we need help or 
 find difficulties in understanding she can help us by translating the words or simplifying 
 the meaning in Arabic” (S5).  
S6 claimed: 
 196 
   
“Arabic language speaker teacher can understand me because she shares the same 
 background, knows what my weaknesses in English language and can push me 
 forwards to learn English” (S6).  
By contrast, three (50%) others students believed that a native English speaker teacher 
would be preferable for learning English. For instance, S1 stated that he preferred an English 
native speaker teacher in order to maximize his practice of English language: 
“Actually, I prefer the teacher who uses only English because this will help me in 
 improving my English language level” (S1).  
Moreover, S4 answered: 
“For the last three years, my teacher decided to use only English with small 
 exceptions, and I think my English improved since I had no other chance except to learn 
 English and use it in my study” (S4).   
S2 added: 
“I like my teacher to use Arabic if needed, but not for all levels. For me,  he 
(teacher) is the only English native speaker I can meet and talk to” (S2). 
Regarding the point raised by the interviewed EFL teachers, who claimed that they used 
Arabic because of learners’ low English proficiency, student participants accepted that using 
Arabic was necessary to help weak learners, but at the same time, they thought that teachers 
should use English as much as possible to enhance these learners’ English level. For example, 
S4 said: 
“I agree that sometimes we need to use Arabic in learning English for the sake of some 
 weak students, but most teachers should also use English in their teaching, which I 
 believe will help these weak learners to improve their level especially when they face 
 some new words” (S4).   
5.3.4 Similarities and differences in participants’ data  
In this study, the qualitative and quantitative data revealed that both teachers and their 
students were generally in support of, and generally had similar perceptions of Arabic language 
use in EFL classrooms. While some participants were in favour of the idea of using the English 
language as much as possible, some of the teacher participants supported students’ use of 
Arabic, as they believed that it facilitated and enhanced the English learning process. The EFL 
teachers relied on the Arabic language when it was difficult for learners to understand new 
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word vocabularies, when students could not understand and follow instructions using only 
English, or to explain grammatical points and apply discipline in the classroom. Furthermore, 
they used Arabic to help low English proficiency students to make sure that learning had taken 
place.  
Teachers and learners shared some similarities in the use of Arabic language in English 
classrooms. First, both the learners and the teachers used Arabic for instructional purposes. 
Specifically, teachers used Arabic to give instructions. The use of Arabic in giving instructions 
accounted for 26% of the functions of Arabic use by teachers. On the other hand, students used 
Arabic with classmates to get feedback and discuss instructions. The use of Arabic by students 
to discuss instructions and feedback accounted for 16% of the use of Arabic by students. 
Teachers and learners’ optimistic attitudes towards Arabic usage in English classrooms to give 
instructions have also been reported in previous studies (Al-Nofaie, 2010; Al Sharaeai, 2012; 
Shuchi & Islam, 2016).  
The second similarity between teachers and students’ use of Arabic was noticeable in 
participation in class activities. Specifically, findings from this study showed that students’ use 
of Arabic for participation in classroom activities accounted for 15% of the use of Arabic by 
students. Similarly, teachers used Arabic to discuss assignments. The use of Arabic to discuss 
assignments accounted for 2% of the functions of Arabic use by teachers. The importance of 
Arabic in conducting small group discussions has also been reported in earlier studies (Shuchi 
& Islam, 2016). 
Thirdly, teachers used Arabic to check comprehension or students’ understanding of 
concepts taught. Similarly, students used Arabic to ask for clarifications, with the aim of 
gaining a better understanding of the academic content taught in the classrooms. The use of 
Arabic in checking comprehension accounted for 15% of the functions of Arabic use by 
teachers. On the other hand, students’ use of Arabic for clarifications accounted for 18% of the 
use of Arabic by students. In line with these findings, Shuchi and Islam (2016) linked the use 
of Arabic to the need to aid comprehension and the need to make students feel comfortable and 
confident. Similarly, Al Sharaeai (2012) emphasised the importance of Arabic in seeking 
clarifications. 
Lastly, both the students and the teachers used Arabic to provide feedback. Students 
used Arabic with their classmates to discuss instructions and feedback. The use of Arabic in 
giving feedback accounted for 9% of Arabic use by teachers. On the other hand, the use of 
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Arabic in the discussion of instructions and feedback accounted for 16% of the use of Arabic 
by students. Al-Busaidi, Al Hashmi, Al Musawi, and Kazem (2016) have also emphasised that 
Arabic use is related to the need to provide immediate feedback. 
At the same time, teachers and students showed differences in the use of Arabic in the 
EFL classrooms. This may be linked to their different roles during teaching and learning. For 
instance, teachers used Arabic to make jokes, to praise students, and to offer encouragement. 
This accounted for 2% of the use of Arabic by the EFL teachers. Conversely, students used 
Arabic with classmates to speak about personal issues, which accounted for 15% of their use 
of Arabic. Moreover, teachers also used Arabic to explain grammar rubrics. The use of Arabic 
in explaining grammar accounted for 7% by teachers. In addition, teachers used Arabic for 
error correction and giving feedback. The use of Arabic for error correction accounted for 1% 
by teachers. However, throughout the classroom observation sessions, learners were not seen 
to use Arabic to correct errors. The use of Arabic for error correction only by teachers may be 
associated with the role of the teachers as the only source of knowledge and the teacher-
centered approaches they have adopted. In this context, students derive their knowledge from 
the teachers and, therefore, error correction cannot be derived from the students, but only from 
the teachers. 
In addition, teacher participants adopted the use of Arabic to learn new word meanings. 
It was noticed that teachers used Arabic to explain new words, but students did not use Arabic 
in this way. Similar to the use of Arabic in error correction, the use of Arabic to learn the 
meanings of new words is linked to the teachers’ role as a source of knowledge. The use of 
Arabic in explaining new words may be aimed at ensuring that students get a better 
understanding of new words. The use of Arabic in explaining new words accounted for 39% 
of its use by teachers.  
Students did use Arabic to do group work activities. Using Arabic in doing group work 
activities accounted for 50% of the use of Arabic by students. The use of Arabic in group 
discussions may be because Arabic is the students’ L1 and it is thus easier to understand 
concepts being discussed using their L1. 
Regarding the differences across participants’ gender and teaching experience, the data 
showed significant differences across gender and teaching experience. As seen in Table 4.34, 
male teachers (T1, T2, and T3) had a higher frequency in the overall Arabic usage in the 
English classroom (61 times) compared to their female counterparts (43 times). However, the 
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female teachers (T4, T5, and T6) used Arabic more in giving instructions (15 times), than their 
male colleagues (12 times). Similarly, the female teachers had a higher frequency of Arabic 
use for checking comprehension (9 times) than the male teachers (7 times). Also, female 
teachers used Arabic more in giving feedback (5 times) compared to 4 times for the male 
teachers. On the other hand, the male teachers used Arabic more in explaining new words (31 
times) compared to the female teachers (9 times). 
Regarding the teaching experience, it was found that teachers with a long experience in 
teaching (more than 20 years) were more likely to use Arabic in EFL classrooms to check 
comprehension than teachers with little experience (less than five years). However, there were 
no apparent differences in the reasons for using Arabic: giving instructions, explaining new 
words, explaining grammar; making jokes, giving praise, and encouragement; giving feedback; 
discussing assignments; and error correction.  
However, as exposed in Table 4.30, male and female students’ perceptions about using 
Arabic in their EFL classrooms significantly differed. Overall, the male students had a higher 
frequency of Arabic usage in their English lessons (86 times) than their female counterparts 
(43 times). Further examination revealed that male students used the Arabic language more for 
clarification (16 times), for participating in classroom activities (16 times), to discuss 
instructions and feedback with classmates (15 times), for speaking about personal issues (11 
times), and to do group work activities (28 times).  
Moreover, as shown in Table 4.31, students who were in grade 11 and grade 12 had 
different perceptions of using Arabic in EFL classrooms. The frequency of use of Arabic was 
higher for grade 11 students (80 times) than for grade 12 students (49 times). More specifically, 
grade 11 students had a higher (14 times) usage of Arabic for clarification, participation in 
classroom activities (15 times), for discussion of instructions and feedback with classmates (13 
times), for speaking about personal issues (8 times), and for doing group work activities (30 
times). 
Furthermore, when students’ responses were compared with teachers, gender appeared 
to play a significant role in terms of students’ perceptions. Concerning students’ class levels, 
the consequences indicated that there were no important differences between the perceptions 
of students in grade 11 and grade 12 (see Table 4.31). In particular, these perceptions of using 
L1 (Arabic) in EFL teaching and learning situations confirmed findings of other studies (Al 
Sharaeai, 2014; Blooth, Azman & Ismail, 2014; Machaal 2012 ). This suggests that L1 needs 
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to be utilised in EFL classrooms intentionally and that it is reasonable for teachers to use it to 
enhance comprehension and to stimulate class interaction and communication.  
In addition, this study shows some similarities to Sharma’s (2006) study in the Nabil 
context regarding the use of L1 (Nepalese) in the English classroom, where teachers used it to 
explain difficult concepts, new words, giving instructions and clarifying grammar rules. 
Finally, gender appeared to play a significant role in more variables in the students’ perceptions 
than in the teachers’. Apart from that, there were no significant differences between the views 
of students in grade 11 and grade 12 (see Table 4.31). Figure 5.3 shows an overview of reasons 
for Arabic language use in grades 11-12 EFL classrooms in Oman.   
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Figure 5.3: Overview of reasons for Arabic language use in Grade 11-12 EFL classrooms  
5.4 Summary of qualitative data results  
The data from EFL teachers and students’ classroom observations and interviews has 
shed light on research questions 3 and 4: ‘What are the specific pedagogical situations/contexts 
in which EFL teachers choose to use Arabic while they are teaching the English language?’, 
and ‘What are the contexts in which the learners tend to use Arabic in EFL classroom? Why?’   
Learners reported that the Arabic language was needed and they believed that it could 
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instructions translations, and whenever there is any ambiguity in the lesson activities. 
Moreover, it was noted during the classroom observation, and also mentioned by some learners 
during the interviews sessions, that learners tend to apply the Arabic language while doing 
group wok activities. In addition, some learners mentioned that they utilised Arabic in their 
daily talk to classmates, and sometimes to their teachers, about personal issues and social 
concerns. 
5.5 Chapter summary 
This study’s results show that both teachers and students had positive perspectives 
towards using Arabic in EFL classrooms in Oman. Teachers and learners tended to use Arabic 
(L1) regularly in their EFL classes as a simplifying instrument for diverse and instructional 
purposes, including methodological and social purposes (see Figure 5.3). The EFL teachers 
used Arabic as a teaching and a managerial classroom tool. For example, they used Arabic was 
found useful in clarifying teachers’ instructions and describing the aims of the lessons and 
activities, interpreting difficult points, giving commands, increasing the learners’ 
understanding levels, and facilitating the L2 learning process in general. EFL teachers specified 
that the translation of some words and complex ideas was a good way to learn L2 and 
recommended that without using learners’ L1, learners would be likely to misunderstand some 
important tasks and might have difficulties with their L2 learning progress.   
The findings further showed that students often resorted to the use of Arabic as a means 
of scaffolding to clarify and talk with each other when finishing group-work activities, though 
these were rather limited due to the teacher-centered methods applied in most of the observed 
classrooms. The findings suggest that learners could use Arabic to define meanings and carry 
out activities properly with their group members without making many mistakes. Other 
research supports these findings and has stated that the use of the L1 could make L2 learning 
speedier (Ellis, 2008), as well as save time and improve comprehension (Turnbull, 2001). 
Similarly, in Yang’s (2010) study, students working together to prepare for a presentation 
found it necessary to use the L1 due to their limited proficiency in the L2. This study also 
reveals that, although the main communication in the EFL classrooms was English (L2), Arabic 
played a significant help and facilitating role.  
Still, the majority of participants generally preferred exclusive use of English in the 
classroom except for some contextual learning practices for which they felt learners’ L1 could 
be applied as a last option to make sure that learning had taken place. In their opinion, the 
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Arabic language should be used only when essential to aid English learning in a better way. 
However, there are a number of aspects that encouraged EFL teachers in Oman to resort to the 
Arabic language while teaching. The results show that the level of learners and trying to apply 
a communicative learning context were the main factors that influenced teachers and learners 
to occasionally use the Arabic language.  
However, the findings also show that both teachers and learners used Arabic in EFL 
classrooms for social purposes. Thus, teachers switched to Arabic to build communication and 
relationships between them and their students, which was aimed at establishing a stress-free 
L2 learning environment. Similarly, learners tended to use Arabic to talk with classmates about 
personal and social issues and events, which consequently built a communicative learning L2 
setting.    
These reasons should neither hinder nor motivate teachers to deal with the Arabic 
language. Instead, they should consider the positive role of the Arabic language, whether the 
students are novices or better achievers. To accomplish an optimal way of using Arabic and 
generally any other learners’ L1, teachers should judge each practice on its own merits, where 
L1 could be used distinctly. Macaro (2001) posed an important question in this respect: “is it a 
valuable tool or an easy option?” (p. 545).  
 The following chapter, which is also the last chapter of this thesis, presents a summary 
of the main results, recommendations and suggestions, highlights the contributions, and 
discusses some of the ethical and methodological limitations of this study. 
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CHAPTER 6:  CONCLUSION 
 
6.1 Introduction 
The previous five chapters have presented the study’s context, objectives, literature 
review, research methodology and data collection methods, and the analysis and discussion of 
the data findings. This chapter contains five main sections. The first section presents a summary 
of the key findings in relation to the aims and stated research questions. The second section 
presents the methodological and pedagogical contributions of the study to the body of 
knowledge, both in in theory and practice. This is followed by the pedagogical implications 
and recommendations for EFL teachers and curriculum designers concerning classroom 
language use and roles that Arabic can play. The chapter then presents a description of some 
methodological limitations that have challenged the researcher throughout the study’s journey 
and it concludes with an overall summary.  
6.2 To use or avoid Arabic in EFL classrooms  
Using Arabic in grades 11-12 EFL classrooms seemed to be influenced by various 
factors that affected both teachers and their learners’ decisions of whether to use or avoid 
Arabic in the classroom. In this regard, Copland and Neokleous (2011) argued that "choices 
about when to use L1 and L2 are complex and look to be grounded on both affective and 
cognitive influences" (p. 6). They further elaborated that teachers replied to their learners’ 
contributions, whatever language they used, in what seemed to be an attempt at trying to form 
a stress-free learning setting. Using L1 together with L2 may allow teachers to create a relaxed 
classroom practice whereby L2 can be learned more effectively, rather than using L2 as the 
only language of teaching.  
According to participant teachers, one of the main factors behind applying Arabic in 
the EFL classroom was learners’ low L2 proficiency levels. For example, T1 believed that 
using Arabic could help and encourage low proficiency students in doing various tasks during 
the lesson. He further claimed that without some Arabic, it might be difficult to understand the 
exercise and, therefore, the prepared aims could not be easily achieved. These findings are 
aligned with results in earlier studies (Aboyan, 2011; De la Campa &Nassaji, 2009; Nazary, 
2008; Tang, 2002 ). For example, Tang (2002) asserted that adopting learners’ L1 rises with 
low achievement learners and becomes less with higher-level learners. 
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Another factor that might encourage EFL teachers to switch to Arabic is that it allows 
them to build communication and rapport between them and their learners. During the 
classroom observations, teachers tried to make themselves understandable and therefore, they 
simplified the complexity of their instructions and talk to meet the level of their learners. This 
simplification included using the Arabic language to simplify their teaching, and consequently 
learners were able to take part in the classroom practices. This finding is in line with Nation’s 
(2003), who reported that it was easier to facilitate classroom communication between teachers 
and learners in the L2 setting if L1 was used.  
Some EFL teachers in the questionnaires and semi-structured interviews considered 
time saving as one of the main factors that motivated them to switch to the Arabic language. 
For instance, T5 said that sometimes  
‘As a teacher, you need to finish up and sometime you have to spend 3-5 minutes 
clarifying a meaning when you need to move on to the other important key tasks. In this case, 
I prefer to shift to Arabic language and carry on’ (T5).  
Some earlier studies have also emphasised ‘time-consuming’ or ‘saving time’ as 
reasons for applying L1in L2 classrooms (Cook, 2005; Macaro, 2008).  
On the other hand, one of the main aspects to avoid using Arabic in the EFL classroom 
was the belief that learners might rely on it and that it could possibly become a habit in learning 
L2. T2, T4, and T6 believed that if they used too much Arabic, learners would become reliant 
on it, which could decrease their L2 learning. However, Macaro (2000) and Tang (2002) 
criticised this point of view and said that there was no correlation between teachers’ and 
learners’ L1 use. They believed that if teachers applied L1 widely it did not necessary lead to 
L1 overuse by learners.  
When considering the learners' perspectives in relative to the use of the Arabic 
language, learners reported that they liked it when teachers resorted to Arabic, especially with 
low proficiency and weak learners, to provide information and explanations about exams, 
classrooms rules and discipline, and recommendations of how to learn English successfully. 
Furthermore, some students preferred using Arabic and expressed their fear of using English 
language and making some embarrassing mistakes, which might cause them to be ridiculed by 
their classmates. Therefore, they preferred to use the Arabic language to, for example, ask 
about some unclear or complex aspects during the lesson. For instance, S3 responded:  
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‘I preferred to use Arabic rather than getting impressment of mistakes if I only use 
 English’ (S3).  
In fact, another student said she preferred being silent to being maybe embarrassed if 
she talked to the teacher using English. However, this was not always the case, as learners, 
particularly in group-work, also used Arabic because of their low English levels, as could be 
obviously noticed in most of the observed classrooms. Thus, the anxiety of using L2 could be 
minimised if the EFL teachers accept the use of the Arabic language in their classrooms.  
By contrast, some other learners preferred an only-English approach to enhance their 
L2 learning. They claimed that the L2 classroom was the only place they could practice it and 
therefore, they preferred their teachers to maximize it as much as possible. In this regard, S1 
and S4 reported that their English levels had improved since they had decided to use only 
English with minor exceptions.   
6.3 Summary of the key findings 
Learners’ first language (L1) inclusion in L2 classrooms is an ongoing controversial 
subject. In the Omani context, little consideration has been paid to this issue. In order to find 
out answers to the research questions adopted for this study, the researcher employed a mixed 
method approach that included questionnaires, classroom observations, and semi-structured 
interviews as data collection instruments. As stated in Chapter 1 (see section 1.4), the current 
study intended to examine the teachers’ and learners’ perspectives as well as their practice of 
using the Arabic language in grades 11-12 EFL classrooms in Oman.  In particular, it looked 
into situations in which they tended to use Arabic, the purposes for their translations, and the 
specific reasons why they switched to Arabic in such situations. To collect the study’s data, a 
mixed method approach was adopted that included questionnaires for 50 EFL teachers and 233 
students. The researcher also observed the teacher and student participants in their daily 
classroom activities, focusing on their classroom teaching and learning methods, talk, and on 
when and why Arabic was used. In addition, the researcher interacted with participants in the 
form of semi-structured interviews to further gain an understanding of their perspectives. The 
findings have been presented and discussed in chapters 4 and 5 correspondingly. 
Within many contexts, the use of L1 has been recognised as positive by teachers, which 
acknowledges that there are many benefits in L1 use based on particular theoretical attitudes 
that recognise an interconnection between the L1 and L2 (Larsen-Freeman, 2011; Machaal, 
2012). This perspective draws attention to L1 as a facilitating tool to simplify learning, save 
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time, enhance understanding and improve the practice of L2 learning. As illustrated in the 
literature review chapter, many researchers and teachers believe that L1 should be included 
rather than excluded from EFL classrooms in different contexts around the world (Macaro, 
2014; McLellan, 2014). The practice is particularly common when both teachers and learners 
share the same L1. The reviewed literature shows that L1 is used in L2 classroom contexts to 
perform different functions including socialising with students, translation, checking 
understanding, providing explanations, and classroom management and discipline. Thus, L1 
serves many purposes, both instructional and social, and is leaded by several aspects and 
reasons such as teachers’ desire to build rapport and communication with their learners, 
students’ L2 proficiency, and to save class time.  
In the previous two chapters, the researcher drew together the main findings through an 
analysis of the data obtained from the questionnaires, classroom observations, and semi-
structured interviews with the EFL teachers and their learners. The findings revealed that 
teachers and learners applied the Arabic language in their EFL classrooms for different 
purposes (see Figure 5.3). The study findings also suggest that more than 50% of the 
participants agreed that Arabic language should be adopted in EFL classrooms and believed 
that it played various pedagogical roles and functions throughout the EFL lessons practices. 
Additionally, learners believed that Arabic language should be integrated into EFL classrooms 
for teaching and managerial reasons. 
Teachers’ translations serve many purposes, which could be categorised under both 
instructional and social purposes. Teachers were found to be switching to Arabic either to 
provide content-related instructions and/or managing the classroom practice. Arabic was found 
to have a facilitating role in teaching the English language, and as a scaffolding instrument that 
enhanced learners to expand their L2 learning.  
As a pedagogical tool that has a role in simplifying L2 learning, the findings revealed 
that teachers and learners used Arabic for many teaching and learning purposes. The majority 
of student participants (73%) reported that the Arabic language was an essential tool that 
simplified their English language learning. For example, Arabic was mainly used by teacher 
participants to make sure that concepts were understandable and comprehensible to their 
learners, which consequently helped teachers to achieve their lesson aims properly. In this 
regard, teachers responded that they thought that using ‘only-English’ might hinder learners’ 
comprehension and even result in misunderstandings and insufficient teacher-students and 
students-students’ class interaction and communication.  
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Some teachers (T1, T2, T5, and T6) indicated that their Arabic language applying 
depended on the learner’s L2 level, and the desire to develop communication and rapport with 
learners. Teachers reported that the Arabic language might be used for many purposes, for 
example translation, checking comprehension, giving classroom instructions related to 
examinations and relevant dates, doing group work activities, and discussing personal issues 
with teachers and classmates. These practices were adopted due to many influences such as 
students’ L2 low proficiency, and they were adopted to build a rapport with learners. Teachers 
believed that using Arabic should be adopted only as the last option and only where they could 
do nothing better to convey the message, thus aiming to help and encourage low proficiency 
students to be involved during EFL class time. Furthermore, teachers believed that Arabic 
assisted learners to talk about their ideas and express themselves, and to share and exchange 
thoughts during the L2 class. 
The majority of students in the present study, who were considered low proficiency 
level students, tended to prefer more use of Arabic and felt motivated by this use, as well as 
believed that it supported their L2 learning practice. Some students (S3) specified that they 
may use Arabic for other reasons such as anxiety of committing mistakes, a lack of suitable 
terminology and shyness. Moreover, learners used Arabic to expand their L2 learning using 
their prior knowledge and by seeking assistance from their class peers.  
For the EFL teachers, Arabic helped as a channel through which learners’ prior 
knowledge was carried into the EFL classroom and permitted them to build new knowledge on 
current knowledge. Therefore, Arabic helped the EFL teachers and learners to provide 
meaningful and clear instructions to support and facilitate the learners’ L2 progress. In this 
regard, due to the lack of enough and suitable L2 vocabularies, learners usually faced 
difficulties to participate in, for example, speaking tasks and, therefore, switching to Arabic 
might help them to be more involved.  
The findings revealed that Arabic language was also used to compare the English 
language and Arabic language tenses as the two languages do not share many linguistic 
similarities. One of the most common mistakes that learners usually make is to translate the 
sentence structure between the two languages in the same order. For instance, learners might 
say ‘likes Ahmed milk’ when they mean ‘Ahmed likes milk’. The first sentence is a perfect 
correct Arabic sentence as the structure of the Arabic language’s verbal sentence is (verb 
+subject+object) (V.S.O). By contrast, the basic structure of the English language sentence is 
(subject+verb+object) (S.V.O). If these differences are not clarified from the early stages 
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through Arabic, learners might continue to produce similar sentences especially those with low 
English proficiency.  
The findings also indicated that both EFL teachers and their learners applied Arabic to 
clarify and explain unfamiliar and difficult word vocabularies. Such explanations could go 
further and create a positive L2 communicative environment, which, therefore, would 
encourage class interaction and learning. As reported in the findings, the misunderstanding of 
a word meaning could influence learners’ ability to follow their teacher’s instructions and 
might cause confusion. Thus, as many participants claimed, using Arabic in this setting was 
considered necessary.   
The results of the current study support the argument of previous researchers that for 
EFL learners, L1 can be a cognitive tool, as it provides scaffolding for learners in their practice 
to achieve learning tasks, supports students’ understanding, and helps to create a positive L2 
learning setting. With regard to functions of L1 for learners, this study emphasises that the 
learners’ results appear to support the belief that L1 simplifies the L2 learning process. Learners 
switched to Arabic to ask for clarification from the teacher, to translate, and to interact with 
one another. This supports the view that L1 permits the development of different approaches, 
allowing learners to accomplish challenging tasks. 
Thus, the findings of this study agree with other studies conducted in different EFL 
contexts (Al-Nofaie, 2010; Al Sharaeai, 2012; Macaro, 2013; Shuchi & Islam, 2016), where 
participants held positive views about the significance of L1 in their EFL classrooms.  
6.4 Contributions of the study  
This study contributes to understandings about the theoretical and practical use of the 
learners’ L1 in research. Primary, the consequences of this study state that using learners’ L1 
is unavoidable; where both EFL teachers and their learners make use of it for a diversity of 
educational and social purposes. Second, this study also shows the significant L1 in L2 
classroom practices in general, and the roles, functions, and purposes of the Arabic language 
in Omani EFL classrooms in particular. The findings reveal that using the Arabic language is 
a significant tool that should be deliberated in EFL teaching and learning daily practices. Third, 
this study gives detailed insights about factors leading to teachers’ and learners’ Arabic use in 
an Omani EFL context, thereby raising vital awareness of expected effects on the L2 teaching 
and learning process. Furthermore, this mixed methods study contributes considerably to 
reducing what has been a controversial matter for a long time and understanding EFL teachers’ 
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and learners’ reasons and perspectives for Arabic as L1 use in an L2 setting. Moreover, this 
study shows that some purposes of teachers’ and learners’ switching to the Arabic language 
are different. In other words, learners adopted L1 for their own purposes, which were not 
necessarily shared by their teachers (e.g. talking about personal issues, and discussing in group 
work tasks). Additionally, the findings revealed that using the Arabic language is a significant 
tool that should be deliberated in EFL daily practices.  
 Both teachers and learners showed that there are significantly varied pedagogical 
functions that Arabic could serve in EFL classrooms, including teaching and managerial 
purposes. This study suggests that these findings can serve to inform EFL teachers, students, 
as well as curriculum designers and in-service EFL teacher training programs. This bridges the 
identified gap in the EFL context and the literature and contributes to knowledge by addressing 
the nature of Arabic language functions and reasons for using it in EFL classrooms in Oman. 
6.5 Pedagogical implications and recommendations 
The study’s findings have sought to contribute to the continuing discussion concerning 
the using of learners’ L1 in the L2 environment. It has shown how L1 use can be managed to 
achieve different pedagogical implications in EFL contexts. In what follows, the researcher 
suggests a number of pedagogical suggestions concerning the use of the Arabic language in 
EFL classrooms, which can serve as a helpful resource for teachers, students, curriculum 
designers and decision makers, particularly in Oman but also around the world.  
For the EFL teachers and learners in the Omani context, it is valuable to be conscious 
of their Arabic use practice as being a common one in EFL classrooms. Thus, when EFL 
teachers are alert to the advantages and disadvantages of functions and purposes of their 
translations, they can reflect on for what pedagogical setting they should use only English and 
not use Arabic. EFL teachers have the chance to reflect on their teaching practices and can , 
therefore, modify them accordingly, based on appropriate reasons why they would use L1.  In 
other words, instead of treating learners’ L2 low proficiency as one of the main reasons for 
their Arabic language practice, EFL teachers should reflect both the advantages and drawbacks 
of Arabic translation so that their use of it can simplify their teaching and advance learners’ L2 
performance and learning. 
Moreover, this study can serve as a helpful resource for EFL teachers and their learners 
where the Arabic language could be used in a ‘systematic’ (Cook, 2001) way in the EFL 
classrooms. The benefits of Arabic language use deliberated in the literature review chapter, 
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and the findings obtained from this study, increase the need for careful use of the Arabic 
language in EFL classrooms. In other words, a clear framework that provides guidance on how 
Arabic language use is acceptable and valuable is needed. EFL teachers should differentiate 
between the use of L1 as a sign of low ability in L2 and use L1 instead to achieve effective 
teaching aimed at helping learners to understand the L2 better. In this regard, Macaro (2001) 
ascertained that “L1 can be a valuable tool and it can be simply used as an easy option” (p. 
545). Therefore, a careful positive practice of the L1 could be recognized and presented to both 
EFL teachers and their learners.    
Though teachers have a constructive perception towards the careful and partial use of 
Arabic language in their EFL classrooms, they are uncertain about when they are allowed to 
employ it or not. This may be due to the ongoing debate surrounding L1 implementation in L2 
classrooms, the Ministry of Education instructions regarding teaching EFL context, and more 
significantly, the absence of a clear method clarifying when, how, and why teachers may 
beneficially employ the Arabic language in EFL classroom teaching. Thus, curriculum 
designers have to recognise the benefits and usefulness of the Arabic language in an EFL 
context in order to systematically employ it. Arabic language integration will support in 
achieving a sensible way that will make the use of Arabic language clearer for EFL teachers 
and their learners. Therefore, teachers may adopt the Arabic language as a teaching tool and 
employ it accordingly wherever they feel that such use would better enhance learners’ 
comprehension and consequently facilitate their English language learning practices. 
Understanding these functions and perspectives will help teachers to modify their teaching 
approaches and practices and, consequently, could aid them in helping their learners to improve 
their English language learning. 
English-only approaches could be encouraged in EFL classrooms where teachers deal 
with classroom daily procedures and routines, because the teachers’ commands and speech as 
part of classroom routines (set down, come on, open your books, etc.) are used frequently and 
repeatedly and are, therefore, very familiar to learners. Thus, teachers’ translations here could 
be avoided or even kept at a minimum. For such functions, EFL teachers can probably use the 
L2 as the only means of instructions as learners could easily understand and practice these tasks 
using L2 and, as a result, L1 could be completely avoided. 
Similarly, learners may also have a better explanation and knowledge of the reasons 
behind using their first language (Arabic) in EFL classrooms. This information may help 
learners to make better choices concerning whether or not to use it. More agreement between 
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EFL teachers’ and learners’ perspectives and real practices in applying Arabic in their EFL 
classrooms should be considered. Thus, positive and wise use of Arabic could be identified and 
introduced to EFL teachers and students. 
Another key pedagogical implication of this study’s findings is the need to raise the 
awareness among EFL teachers and students about the value of the Arabic language as a useful 
teaching tool and its implications in EFL contexts. Teacher-training programs should expose 
EFL teachers to different teaching approaches that take into account the crucial role of the L1. 
Teachers require professional development opportunities to be able to learn about 
communicative approaches, intercultural literacy in languages pedagogy, and social 
constructivist pedagogy as well as dialogic pedagogy, so they can realise that if the students do 
not use English for real-life communicative purposes and actually making meaning, they will 
not learn the language to its potential. For example, teaching methods that include both the L1 
and the L2 should be given sufficient consideration in a language-teaching context, particularly 
where both teachers and students speak the same L1 as the case in Oman. This use should be 
suitable to the pedagogic aims of the L2 contexts and the learners’ needs. 
Regarding the EFL curriculum (Engage with English) in Oman, there is no written 
policy concerning the use of Arabic language, which makes its use a grey area. There is no 
mention of have to use or avoid, or even refer to, implementing a teaching means that permits, 
minimises or avoids the Arabic language. Therefore, guidelines should be offered by the 
Ministry of Education, particularly curriculum designers, to state how the Arabic language 
could best be used in EFL classrooms.   
The results from this study can also be valuable for language teacher designers in 
relation to teachers’ professional progress. Recorded samples of classroom situations where 
teachers apply L1 might be used to assist teachers’ debate and recognise the purposes of 
translation, as well as the functions why they decided in specific positions to use learners’ L1 
and whether this usage was actually essential. Therefore, based on their deliberations, EFL 
teachers might become more conscious of what they need to do so that their translation, instead 
of becoming a tedious routine practice that delays their learners’ learning, becomes an 
appreciated instrument for their teaching and learners’ L2 learning progress. Curriculum 
designers need to rise the EFL teachers' consciousness of L1 usage, which could then be applied 
pedagogically and normal customary translation should be completely evaded. 
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Lastly, educators and decision-makers should be informed, with a clear picture of the 
teachers and learners’ reasons and benefits of using Arabic in EFL classrooms, in order to find 
out about the best methods in improving and encouraging English language learning in EFL 
contexts. 
6.6 Limitations of the study 
The researcher has identified a number of restrictions of the study that would need to 
be clarified and addressed in further future research. With the regards to the participants, this 
study took into attention the perspectives of EFL teachers and learners in grades 11-12 in eight 
public schools from four different governorates in Oman. However, it would have been better 
if the researcher had included participants from private schools as well. This could have led to 
a similarity among the perspectives of teachers and learners in private and government schools 
towards the use of Arabic language in grades 11-12 EFL classrooms. In addition, it would have 
been useful if parents had also been involved in order to gain a wider view and further insights 
into Arabic language employment in and outside of schools.     
Another limitation that the researcher should highlight is the absence of video-recording 
during the classroom observation sessions, which could have added value to the observation 
results. Additionally, the interviews with learners were in Arabic and needed to be translated 
into English, which took a lot of time.   
In order to make more valid conclusions, more class observations could have taken place in 
more than six classrooms. It might also have been beneficial to involve more classes in the 
study or compare the practice of Arabic use at other primary or preparatory schools. 
6.7 Recommendations for further research 
This study has explored teachers’ and learners’ perspectives on using the Arabic 
language in grades 11-12 in EFL classrooms in Oman. This study has aimed to pave the way 
for more research to investigate this issue. Based on this study’s findings, some important 
issues should be further considered and researched. According to the findings, one of the aims 
for adopting Arabic language is because both EFL teachers and learners share the same L1 
which can be used for various reasons in L2 classrooms. Therefore, in order to understand the 
practice of using L1 in L2 classrooms, further research could shed light on the use of learners’ 
L1 by teachers who speak a different language in both public and private schools. Exploring 
L1 functions and roles in these EFL contexts would be useful.  
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For a better understanding of why teachers resort to Arabic language, particularly in 
teaching L2 grammar rubrics and in classroom discipline and management, the researcher 
would suggest that more research of this kind would offer further perceptions into the use of 
L1 in other Omani governorates and in different EFL context such as educational colleges’ 
EFL classrooms, and hence make way for potential appropriate developments.  
Further research could also explore EFL teachers’ and learners’ use of L1 in their 
classes with L2 low proficiency students, reasons and implications. A study could be conducted 
in a different or similar EFL teaching context in another Arabic country. In addition, the 
researcher recommends conducting similar research on the impact of L1 (Arabic) on the L2 
(English) acquisition for varying ability levels in the same and different contexts. Finally, more 
researches in other EFL contexts could be conducted to find out if the consequences are similar 
or even if there are other potential employments of L1(Arabic) in L2 classrooms.  
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APPENDICES 
 
Appendix 1: Invitation Letter 
Dear Teacher / Student 
 
My name is Khalifa Mohammed Alkhamisi. Presently, I am doing my PhD in Applied 
Linguistics at the University of Southern Queensland, Australia. I am conducting a study on 
exploring teachers’ and students’ perspectives on the use of Arabic language in grades 11-12 
EFL classrooms in Oman: An in depth investigation of EFL pedagogy. I would like to invite 
you to take part in my research study. The purpose of this project is to explore teachers and 
students’ perceptions towards the use of Arabic in grade 12 English language classrooms in 
Oman. I would request your participation because of your informative experience in teaching 
and learning English language in Oman so that I can have better understanding of the topic I 
am investigating.  
If you agree to participate in my study, your kind participation first, will involve 
completion of a questionnaire that will take approximately 15 minutes of your time. Second, I 
will attend your one classroom period for class observation where I will attend only for the 
purposes of this research and I have nothing to do with your teaching or your students’ 
performance assessment. Third, you will be involved in a semi-structured interview that will 
take approximately 20-40 minutes of your time. The interview will take place at a time and 
venue that is convenient to you. The interview will be audio-recorded. 
It is expected that this project will directly benefit you through exploring teachers’ and 
students’ thoughts and likely reasons for using their first languages (Arabic) and understanding 
why students tend to use Arabic instead of English in EFL classrooms. It will help you and 
other teachers to appreciate in which contexts your students tend to prefer to use Arabic and 
not English. By understanding that, you will be better informed about which resources and 
methods may help your students use English efficiently. Additionally, it may also benefit 
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students themselves to get a better idea and explanation of their attitudes towards language 
learning and realising their own justifications, they may have a better chance to develop their 
language skills. More general, this study could be important in raising awareness of positions 
and the frequency usage of Arabic in English classrooms and in preparing the ground for a 
more reasoned use of it in EFL teaching. The findings hopefully, will further help policy 
makers, administrators, and educators in the educational field by including these factors for 
EFL curriculum improvement in Oman. 
Your participation in this study is entirely voluntary. If you do not wish to take part, 
you are not obliged to. If you decide to take part and later change your mind, you are free to 
withdraw from the project at any stage. Your decision whether you take part, do not take part, 
or to take part and then withdraw, will in no way impact your current or future relationship 
with the University of Southern Queensland or your school administrations.  
There are no anticipated risks beyond normal day-to-day living associated with your 
participation in this project. All comments and responses will be treated confidentially unless 
required by law. For the anonymous questionnaire, the names of individual persons are not 
required in any of the responses. Any data collected as a part of this study will be stored 
securely as per University of Southern Queensland’s Research Data Management policy.  
I would like to ask you to sign a written consent form (enclosed) to confirm your 
agreement to participate in this project.  Please return your signed consent form to me via the 
following email: u1078371@umail.usq.edu.au. 
 
Thank you for taking the time to help with this research study 
 
 
With Regards, 
 
              Khalifa Mohammed AlKhamisi 
              USQ, Toowoomba, Australia 
              +61406691693 
              +96899459423 
              u1078371@umail.usq.edu.au. 
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Appendix 2: Teachers’ Questionnaire 
 
 
Dear Teacher:  
This questionnaire aims at finding out your perceptions about the use of Arabic 
language in your English language classrooms. The purpose of this questionnaire is to collect 
data for my PhD research in applied linguistic, Teaching English for Speakers of Other 
Languages (TESOL) at the University of Southern Queensland, Australia. You do not need to 
write your name. Your answers will be used only for research commitments. Please reflect on 
your own experience and perceptions by completing this questionnaire.  
 
Thank you for your cooperation 
                              NOTE:  The questionnaire is divided into 3 parts 3 Pages 
Part one:  Participants' background information:   
 
Please answer the following questions 
 
A. Gender:       Male ----------   Female ----------------- 
 
B. Nationality    -------------------- 
  
C. Teaching Experience (years): Please circle the most appropriate answer  
     1.  1-5         2.   6-10            3.  11-15                  4.  16-20        5.  more than 20  
 
D. Governorate: Please circle the most appropriate answer  
   1.  Muscat         2.  Al Dhaharah            3.   Al Sharqiah North       4.  AlDakhliya  
Part 2:    What do you think of using Arabic language in EFL classrooms in Oman? 
2.1 Should Arabic be used in English language classrooms? Why? ------------------------------
----------------------------------------------------------------------------------------------------------
----------------------------------------------------------------------------------------------------------
----------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------------------------------------- 
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2.2 Do you ever use Arabic while you are teaching English? Why? ------------------------------
----------------------------------------------------------------------------------------------------------
----------------------------------------------------------------------------------------------------------
----------------------------------------------------------------------------------------------------------
----------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------------------------------------- 
 
2.3 Do you encourage the use of Arabic in your English language teaching practices? Why? 
----------------------------------------------------------------------------------------------------------
----------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------------------------------------- 
2.4 Would you please list/describe the activities/situations in which you think using Arabic 
can be helpful in your English classrooms teaching?--------------------------------------------
----------------------------------------------------------------------------------------------------------
----------------------------------------------------------------------------------------------------------
----------------------------------------------------------------------------------------------------------
----------------------------------------------------------------------------------------------------------
----------------------------------------------------------------------------------------------------------
----------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------------------------------------- 
 
Part 3:   Participants' perceptions  
Would you please indicate your perceptions by simply giving marks from 5 to 1.  If you 
strongly agree with the statement please tick ( ) 5 and, if you strongly disagree please tick 
( ) 1. 
3.1      To what extend do teachers and students preserve Arabic should be used in the 
EFL classrooms in Oman?  
No..o    
No. 
Statements 1 2 3 4 5 
1 Arabic language should be used in English language 
classrooms in Oman 
     
2 Using Arabic language can simplify students’ English 
learning practice  
     
3 Using only English in EFL classrooms can help students 
to learn it much better 
     
4 Using Arabic language in English classrooms could save 
time  
     
5 Using students’ first language (Arabic) is significant in 
English language classrooms in Oman 
     
6 Using Arabic language in the primary stages of learning 
English language is very effective 
     
7 Using Arabic language helps learner to express his/her 
own ideas easily  
     
    1= Strongly disagree   2= Disagree   3= Not sure   4= Agree   5= Strongly agree 
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3.2    What are the specific pedagogical situations/contexts in which EFL teachers 
choose to use Arabic while teaching English in Oman? 
No..o    
No. 
Statement 1 2 3 4 5 
8 Arabic language is essential in English classroom to 
present and clarify new word vocabularies 
     
9 Effective English language learning is grounded on 
using merely English language in the EFL classrooms 
     
10 Teachers who use Arabic language can better support 
and encourage learners to be involved in the classroom 
 activities 
     
11 Arabic language is a helpful tool to know about 
students’ background and interests 
     
12 It is better to use Arabic language to check learners’  
understanding 
     
13 It is very useful when teacher uses Arabic language for 
clarifying some English language problematic linguistic 
or grammatical rubrics 
     
 
3.3    What are the contexts in which students tend to use Arabic in their EFL 
classrooms in Oman? 
 Statement 
 
1 2 3 4 5 
14 Students benefit from teacher’s feedback if Arabic 
language is used 
     
15 Students usually participate more effective in the 
English language classrooms when teacher uses Arabic 
language during the EFL class activities 
     
16 English language learners got motivated when Arabic 
language is used in the classroom 
     
 
 
THANK YOU 
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Appendix 3: Students’ Questionnaire 
 
Dear student 
This questionnaire aims at finding out your perceptions about the use of Arabic 
language in your English language classrooms. The purpose of this questionnaire is to collect 
data for my PhD research in applied linguistic, Teaching English for Speakers of Other 
Languages (TESOL), at the University of Southern Queensland, Australia. You do not need to 
write your name. Your answers will be used only for research purposes. Please reflect on your 
own experience and perceptions by completing this questionnaire.  
 
Thank you for your cooperation. 
يزيزع بلاطلا  
فدهي اذه حسملا يلا ةفرعم كتاروصت لوح مادختسا ةغللا ةيبرعلا يف  سيردت ةغللا ةيزيلجنلإا .رغلاوض نم هذه ةساردلا 
وه عمج تانايبلا ةمزلالا ثحبل ةاروتكدلا يف تاقيبطتلا ةيوغللا نم ةعماج بونج ،دنلازنيوك يلارتسأا .لا جاتحت ةباتكل 
كمسا   .كتاباجإ مدختستس طقف ضارغلأ ثحبلا .ىجري  لامكتسا هذه ةنايبتسلاا لكب حوضو  
اركش مكنواعتل  
Part one: Background information                                    ةماع تامولعم  :لولأا ءزجلا 
 Please, tick ONE of the options below:  مسقلا لولأا :ءاجرلا     هاندا تاباجلاا نم ةدحاو رايتخا         
-Gender:   Male           Female                                                   ىثنأ               ركذ   سنجلا    -    
-Class:      11                     12                                                     - فصلا       :11                 12   
-Governorate:           Muscat            Dhaharah  ةيميلعتلا ةظفاحملا    :             ةرهاظلا           طقسم -                                                                  
                                    Sharqiah           Dakhliya           ةيلخادلا           ةيقرشلا   
Part two: What do you think of using Arabic in English language classrooms in Oman? 
Please circle the best answer. 
1.      Should Arabic be used in English language classrooms?   Yes ----- No------ 
 
1. هل يغبني نأ مدختست ةغللا ةيبرعلا يف ميلعت ةغللا ؟ةيزيلجنلاا     معن-----------     لا---------- 
 
2.      Do you like your teacher to use Arabic in your English language classroom? 
 
 
A.  Not at all        B.  A little       C.    Sometimes         D.  A lot   
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   2. .له لضفت نا مدختسي ملعملا ةغللا ةيبرعلا يف فص ةغللا ؟ةيزيلجنلإا  
أ. لا ىلع قلاطلإا           ب .  لايلق              ج .  انايحأ                  د.    اريثك  
     3.       Do you prefer to ask questions in   Arabic in your English language classrooms? 
 
A. Never         B.    Rarely            C.   Sometimes           D.   Always  
 
   3.له لضفت حرط ةلئسلأا ةغللاب ةيبرعلا يف صصح ةغللا ؟ةيزيلجنلإا 
أ. ادبأ                      ب  .اردان               ج    .انايحأ                 د    .امئاد 
Part three:   Participants' perceptions                                          نوكراشملا ءارأ     ثلاثلا ءزجلا 
Would you please indicate your perceptions by simply giving marks from 5 to 1. If you 
strongly agree with the statement please tick ( ) 5 and, if you strongly disagree please tick 
( ) 1. 
    ىجري لامكتسا تامولعملا ةدراولا هاندأ .اذإ تنك قفاوت ةدشب عم ةرابعلا عض) / ( مقرلا تحت 5، اذإو نكت لا تقفاو   
ةدشب عضو ةملاع  ) / (تحت مقرلا 1     
1= Strongly disagree   2= Disagree   3= Not sure   4= Agree   5= Strongly agree 
لا أ=ةدشب قفاو1                   2=   لا قفاوأ             3=  تسل ادكأتم      4= قفاوأ        5  قفاوأ ةدشب=  
3.1 To what extend do teachers and students preserve Arabic should be used in the EFL 
classrooms in Oman?                                                                                                                     
No..o    
No. 
Statements 1 2 3 4 5 
1 Arabic should be used in English language classrooms. 
 يغبني ةيبرعلا ةغللا مادختسا يف لوصف  ةغللا ةيزيلجنلإا 
     
2 Using Arabic can facilitate students’ English learning. 
نا مادختسا ةغللا ةيبرعلا  دعاسي   يفملعت ةغللا ةيزيلجنلإا  
     
3 Students learn the English language better if teachers 
 use only English in the classrooms. 
ملعتي   بلاطلاةغللا ةيزيلجنلإا ةروصب  لضفأ امدنع مدختسي ملعملا  طقف 
ةغللا ةيزيلجنلإا يف لوصفلا ةيساردلا  
     
4  Using Arabic saves time and makes the English  
language learning process easier. 
مادختسا ةغللا ةيبرعلا رفوي تقولا لعجيو ملعت ةغللا ةيزيلجنلإا عةيلم رثكأ 
ةلوهس 
     
5 Using Arabic is important in English language 
classrooms. 
سازيلجنلإا ةغللا ميلعت يف مهم ةيبرعلا ةغللا مادختةي  
     
6 It is better to use more of Arabic in English language  
classrooms, especially during the early stages of learning 
the language. 
خ اصوصخو ،ةيزيلجنلإا ةغللا  لوصف يف ةيبرعلا مادختسا لضفلأا نم للا
ةغللا ملعت نم ةركبملا لحارملا 
     
7 I am aware of the disagreement surrounding the use of 
L1 in the English language classrooms. 
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 انا ملعمكيلع ملع فلاخلاب طيحملا مادختساب ةغللا ةيبرعلا يف ردتسي ةغللا 
ةيزيلجنلإا 
 
 
 
3.2    What are the specific pedagogical situations/contexts in which EFL teachers 
choose to use Arabic while teaching English in Oman? 
No..o    
No. 
Statement 1 2 3 4 5 
1 Arabic is necessary in English classroom to introduce 
and explain new concepts and vocabularies. 
ةغللا مادختسا ةيبرعلا يرورض يف لوصف ةغللا ةيزيلجنلإا ميدقتل شحر 
ميهافملا تادرفملاو ةديدجلا  
     
2 Successful English language learning is based on using 
only English in the English language classroom. 
دقتعأ نأ حاجن ملعت ةغللا ةيزيلجنلإا  موقي ىلع مادختسا ةغللا اةيزيلجنلإ 
طقف يف لوصفلا ةيساردلا  
     
3 Teachers who use Arabic can better support and  
encourage students to be involved in the classroom 
 activities. 
نوملعملا نيذلا نومدختسي   ةيبرعلا ةغللانوعيطتسي عيجشت بلاطلا عىل 
ةكراشملا يف ةطشنلأا ةيفصلا رثكا نم مهريغ  
     
4 It is better to use Arabic to know about students’ 
background and interests. 
نم لضفلأا مادختسا ةغللا ةيبرعلا ةفرعمل تامولعملا ةيساسلأا طلابلا 
تامامتهاومه  
     
5 It is better to use Arabic to check students  
comprehension. 
نم لضفلأا مادختسا ةغللا ةيبرعلا دكأتلل نم باعيتسا بلاطلا  
     
6 It is very effective when teacher uses Arabic for 
clarifying difficult grammatical points. 
دقتعا هنا لاعف ادج امدنع مدختسي ملعملا ةغللا ةيبرعلا حيضوتل اطاقنل 
ةيوحنلا ةبعصلا يف صصح ةغللا ةيزيلجنلاا  
     
3.3 What are the contexts in which students tend to use Arabic in their EFL classrooms 
in Oman? 
 Statement 
 
1 2 3 4 5 
1 Students benefit from feedback when it is given in 
 Arabic. 
ديفتسي بلاطلا نم ةيذغتلا  ةعجارلاامدنع متت مادختساب ةغللا علاةيبر  
     
2 Students tend to participate more in the English  
language classroom when teacher uses Arabic. 
ليمي  ةصاخلا  ةيفصلا ةطشنلاا يف ةكراشملا نم ديزم ىلإ  بلاطلاب ةغللا
ةيبرعلا ةغللا ملعملا مدختسي امدنع ةيزيلجنلإا 
     
3 English language learners are more motivated if Arabic 
is used in the classroom. 
بلاط ةغللا ةيزيلجنلاا نونوكي رثكأ اسامح اذا تمدختسا ةغللا علاةيبر  
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                                          THANK YOU               مكل اركش 
 
 
Appendix 4: ELF Teachers’ Semi-Structured Interviews Questions 
 
a) Why (or why not) do you use Arabic in your EFL classrooms? Would you explain, 
please? 
b) The use of students’ first language (Arabic) should be excluded from English 
language classrooms. Do you agree? Why? 
c) Are there any particular activities in which you consider the use of Arabic essential? 
d) Do you think using the Arabic language can facilitate English language learning? 
How? 
e) Do you allow/encourage the use of Arabic in your English language teaching 
practices? Why? 
f) What do you usually do when your students do not understand what you are saying in 
English? 
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Appendix 5: ELF Students’ semi-structured interview questions 
 
a) Do you use Arabic in your English classrooms? 
b) What do you think of using Arabic in your English classroom? 
c) For which skills do you make use of Arabic most? Why? 
d) Should teachers whenever necessary use Arabic language? Why? 
e) What do you think of teachers using Arabic in your English classrooms? 
f) Does Arabic help you to learn English? How? 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 237 
   
 
 
 
 
Appendix 6: Classroom observation checklist 
 
Teacher: _________________________School: _____________________________ 
 Date: ________________Time: ________________ Observation Number_______ 
 
1. Which language do teachers use when they: 
 
Time Events Tallies 
In Arabic In English 
 A. Give instructions   
B. Check comprehension   
C. Explain new words   
D. Explain grammar   
E. Joke, praise, encouragement   
F. Give feedback to the students   
G. Discuss assignments, tests, quizzes deadlines, etc.)   
H. Error correction   
Other--------------------------------------------------------------------------------------------
---------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------- 
 
2. Students use Arabic: 
Other-------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------
Practice Frequency  Total 
A. Ask teacher for clarification  
 
  
B. When participating in the class 
activities  
  
C. With classmates to discuss the 
instructions and feedback 
  
D. With classmates speaking about 
personal issues  
  
E. With classmates in group-work 
activities 
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